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CHAPTER I. INTRODUCTION 
Schools across the country are implementing a wide range of improvement 
practices designed to help teachers provide students with an expanded range of skills and 
abilities. Despite the hard work and good intentions of educators, most innovations never 
find their way into a majority of classrooms. Researchers have proposed many reasons 
for the dismal success of school improvement: poor administrative planning, insufficient 
time, and lack of leadership to name three (Corbet, Firestone, & Rossman, 1987). The 
focus of change itself is also a problelm. Too often schools focus on changing things 
(materials, programs, and equipment), not people. Moreover, schools tend to focus on 
change with mis-informed assumptions ("trying harder to do what we are doing is what 
we need"; "if we can just organize ourselves we will do better"). Finally, changes that are 
made without involving those directly affected by the changes rarely accomplish their 
anticipated results (Combs, 1988). 
While innovative practices are important they do not take into account the 
fundamental importance of the teacher side of the equation. Educational change depends 
on what teachers think and do. To change the behaviors of teachers we must change 
teachers' understanding of the educational process, particularly the things teachers believe 
and value about what makes a school productive. A productive organization is one whose 
culture promotes productivity (Deal & Peterson, 1990; Peters & Waterman, 1982). As 
will be shown later in the literature, the productive school culture includes process 
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elements in which 1) members enable each other to succeed, 2) motivation for success is 
high, and 3) there is considerable group support focussed on achieving the goals of the 
organization. The productive school culture also includes product elements where the 
goals of the organization focus on 1) students achieving at a high level and 2) students 
possessing specific intended results (results-orientation). For changes in behavior to 
occur, beliefs and values must be in place and proper time, resources, and guidance must 
be provided. When a sufficient number of staff members have positively changed their 
behaviors, the culture of the organization will support excellence (Peters & Waterman, 
1982). A productive school culture is important for enhancing productivity; thus, research 
is needed which provides information about the cultures of elementary and secondary 
schools, the positive effects short-term intervention has on those cultures, and approaches 
that are most effective in influencing positive changes in those cultures. 
Purpose 
In 1987 the Minnesota legislature required all school districts to identify, provide 
instruction for, and assess a set of student outcomes that would ensure graduates of 
Minnesota public schools success in the year 2000 and beyond. School districts 
throughout Minnesota have attempted to restructure the way they do business. In the 
spring of 1990 the Northeast Educational Cooperative Service Unit (NE ECSU) proposed 
the creation of a consortium that would pool funds and employ a facilitator to assist 
schools in the restructuring process. Seventeen districts opted to join the consortium. 
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From these 17 districts, 22 small rural elementary and secondary schools participated in. 
research designed to examine their cultures and determine if their efforts to enhance the 
productivity of their school cultures made a difference. 
The primary purposes of this study are to determine the extent to which nine 
months of intervention affected the cultures of these 22 schools and to determine the 
approaches which influenced change in their cultures. 
Research Questions 
To better understand school culture and how to shape the cultures of schools, three 
questions are addressed: 
1. To what extent do productive school cultures exist in 22 small rural elementary 
and secondary schools in northeast Minnesota? 
2. To what extent will nine months of intervention influence the school cultures of 
these 22 schools? 
3. What approaches are most influential in enhancing the cultures in these 22 
schools? 
Hypotheses 
This study examined changes in school cultures to determine the effects of nine 
months of intervention on the values and norms of 22 rural elementary and secondary 
schools in northeast Minnesota. Specific null hypotheses tested are: 
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1. There is no significant difference between pre-intervention and post-intervention 
enabling values, group support values, motivation values, achievement values, and 
results-orientation values for all schools. 
2. There is no significant difference between pre-intervention and post-intervention 
enabling values, group support values, motivation values, achievement values, and 
results-orientation values for elementary schools. 
3. There is no significant difference between pre-intervention and post-intervention 
enabling values, group support values, motivation values, achievement values, and 
results-orientation values for secondary schools. 
4. There is no significant difference between pre-intervention and post-intervention 
enabling norms, group support norms, motivation norms, achievement norms, and 
results-oriented norms for all schools. 
5. There is no significant difference between pre-intervention and post-intervention 
enabling norms, group support norms, motivation norms, achievement norms, and 
results-oriented norms for elementary schools. 
6. There is no significant difference between pre-intervention and post-intervention 
enabling norms, group support norms, motivation norms, achievement norms, and 
results-oriented norms for secondary schools. 
I 
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Assumptions 
The basic assumptions on which this study is based include the following: 
1. A productive school culture is important to school improvement. 
2. School culture can be accurately measured using a valid instrument. 
3. The cultural audit utilized in this study is a valid instrument. 
4. Those responding on the pre- and post-intervention survey responded in a 
manner reflecting their values and perceptions of norms of behavior. 
Delimitations 
1. Twenty-two small rural schools located within a 150-mile radius participated in 
this study. 
2. The length of the plaimed intervention was nine months. 
Definition of Terms 
Approaches- groups of processes and activities which have similar foci or intended 
results. 
Beliefs—knowledge which has been accepted as "what is". 
Community environment-characteristics of the community which the community has 
in common which affect school culture. 
Culture elements—groups of values and norms which have similar foci. 
Intervention-staff development designed to positively shape the culture of a school. 
Norms—accepted or expected group behaviors. 
6 
Process elements-specific sets of values and norms that represent the interactions 
staff members have with each other in providing an educational program. Process 
elements include enabling, group support, and motivation. 
Product elements-specific sets of values and norms that represent the end goals of 
an educational program. Product elements include achievement and results-orientation. 
Productive school culture-cultural elements (enabling, motivation, group support, 
achievement, and results-orientation) which enhance school productivity, student 
achievement, and student success. 
Results-oriented culture-an educational setting where the beliefs, values, and norms 
of behavior of those within the educational setting are focussed on producing successful 
and productive graduates. 
Results-oriented education—the organized process of aligning and managing 
curriculum, assessment, and instruction so that a large percentage of students achieve 
predetermined outcomes. 
Staff—the instructional staff of a school. 
Values—beliefs which have been accepted as important. 
7 
CHAPTER n. REVIEW OF LITERATURE 
Introduction 
The review of literature for this study is intended to provide a better understanding 
of the productive school culture examined in the study. The review will include 1) a 
description of culture, 2) an examination of the relationship between a productive school 
culture and school productivity, 3) a description of the elements of a productive school 
culture, and 4) a description of factors which influence the implementation of a productive 
school culture. 
Description of Culture 
Much discussion has taken place about culture and the differences between climate 
and culture, particularly as they pertain to the educational setting. Often used 
interchangeably, these two concepts are quite different Climate, the way we feel about 
our current situation, changes readily with the introduction of new knowledge, new 
situations, and new experiences. It includes the pleasure, satisfaction, anger, ' 
disappointment, joy, and frustration which result from an organization's successes, 
failures, accomplishments, and hard work (Human Synergistics, 1987). Climate is a day-
to-day feeling which comes and goes. The climate of schools in September might be 
upbeat but may become soggy and tired toward the end of the year (Deal in Blendinger & 
Jones, 1988). 
Culture, on thé other hand, is a set of rules and regulations that does two things: 1) 
establishes or defines boundaries and 2) tells individuals how to behave inside the 
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boundaries to be successful (Barker, 1992). Culture is derived from a vast amount of past 
knowledge and experiences. It establishes beliefs and values which form the perspectives 
from which decisions are made, reactions are defined, and actions are taken. Since culture 
is deeply held, changes in culture only occur with significant and long-lasting intervention 
(Deal, 1990). 
Culture includes such factors as our philosophies, ideologies, values and norms 
which lie just below the surface of experience. They are unwritten rules of the 
game. 
Norms describe the behavior and attitudes that members of a group or 
organization pressure one another to follow. Norms, by definition, are not written, 
but are transmitted from one generation of employees to another by stories, rites, 
rituals, and particularly, sanctions that are applied when anyone violates a norm. 
(Kilmann, Saxton, Serpa, & Associates, 1985, pp. 5-6) 
Culture within an organization consists of many perspectives derived from the 
combined knowledge and experiences of the members of the organization. These 
perspectives are stored as an imaginary pool within the bounded social group. The group 
draws upon this collective pool to form group beliefs, group values, and group norms and 
ultimately to respond and react to given situations. Within the group routine ways of 
acting and making sense repeat the major patterns again and again (Erickson, 1987). 
Productive School Culture and School Productivity 
Culture has been scrutinized in the business community for many years but with 
increased vigor over the last ten years due to increasing competition from the Japanese 
(Deal & Peterson, 1990). The Japanese have radically altered the culture of many of their 
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companies. Toyota Motors accomplished radical cultural changes from their top-down, 
low quality, multiple defect, mass production culture to a highly collaborative, team-
oriented, high quality, lean production culture which leads the world today in quality, 
productivity, and profitability (Womack, Jones, & Roos, 1990). 
That vigor to improve culture, once reserved primarily for business, is becoming 
more and more evident in the educational arena. Schools which were comfortable 
maintaining the status quo of the last 20 years are suddenly facing cultural shock. 
Cultural shock occurs when sleeping organizations awake to find diat they have lost touch 
with their missions, their setting, and their assumptions (Kilmann, 1989). 
A productive school culture has been linked to productivity in terms of student test 
scores, public confidence and support, and teacher morale, turnover, motivation, and 
colleagiality (Deal & Peterson, 1990). The research findings of studies such as Fifteen 
Thousand Hours (Rutter, Maughan, Mortimore, & Ouston, 1979) and the team of 
Brookover, Beady, Flood, Schweitzer, and Wisenbaker (1979) indicate culture can have a 
deep and profound affect on the productivity of a school. Fifteen Thousand Hours (Rutter 
et al., 1979), an extensive study of 12 secondary schools in poor London neighborhoods, 
revealed that the differences in schools were not just a reflection of the intake patterns. 
The study concluded that the schools' "ethos" (set of values, attitudes, and norms of 
behavior of the school as a whole) had the more profound effect in the differences 
between students' performances across schools. In the study by the research team of 
Brookover et al. (1979), it was shown that the social systems of schools (norms and 
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expectations of the students and staff concerning the educational process) explain the 
differences in achievement better than does family background. Moreover, Brookover et 
al. (1979) expressed a belief that schools' cultures (social system) explains much of the 
differences between schools which were improving schools and schools which were 
declining schools. 
Elements of a Productive School Culture 
The literature on productive school culture frequently addresses two types of cultural 
elements: 1) process culmre elements-those values and norms elements which improve 
productivity (enabling elements, group support elements, and motivation elements) and 2) 
product culture elements-those values and norms elements which are the targets of 
productivity (achievement elements and results-orientation elements). Below are 
definitions and explanations of the three process elements and the two product elements of 
a productive school culture. 
Process elements 
Enabling The first process element of a productive school culture, enabling, is the 
degree to which members of an organization assist one another in achieving the goals of 
the organization. Sub-elements of the enabling element include 1) positive physical 
setting, 2) common language, 3) common purpose, 4) management of learning 
environment, 5) risk-taking, 6) creativity, 7) cooperative disagreement, 8) change 
orientation, 9) leadership, 10) positive modeling, 11) empowerment, and 12) growth 
11 
orientation. None of these sub-elements alone is enough to provide a strong enabling 
culture. These sub-elements must be present in combination to enable productivity to 
occur. One of the most powerful sub-elements of an enabling culture is a common 
purpose. Cultural norms exert powerful pressure, causing individual members to behave 
in a manner which is common to the majority of members. When schools have a strong 
and positive common purpose, that purpose can exert powerful positive pressure on 
members to accomplish that purpose (Allen & Pilnick, 1983, pp. 31-32). Sergiovanni 
(1984) addresses the significance of a common purpose by stating, "In excellent schools 
things 'hang together'. A sense of purpose rallies people to a common cause. Work has 
meaning and life is significant" (p. 4). 
Another important sub-element of a positive enabling culture is risk-taking. In 
organizations in which new ideas, innovations, and risk-taking are nurtured, members are 
eager to consider new and innovative approaches, whereas when risk-taking is restricted 
and criticized, new approaches are viewed with suspicion and distrust (Allen & Pilnick, 
1983). Furthermore, to put oneself on the line to risk failure and humiliation is a difficult 
decision. Most people are reluctant to carry out plans which can potentially hurt others. 
The lack of certainty in success of cultural change makes that fear very real (Womack et 
al., 1990). Finally, since cultural change involves embracing ideas which are often 
unpopular with those in power, there is great risk in defying those who hold fast to the 
old culture (Barker, 1992). 
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A common language, trust, and teamwork are also essential sub-elements of a 
positive enabling culture. Even if all members of an organization support major cultural 
revisions, members of the organization view the culture of the organization from many 
different viewpoints using a different set of filters, which makes a common language 
essential (Barker, 1992, pp. 157-158). Developing trust and teamwork requires facilitation 
of the various viewpoints and the development of tolerance between members towards 
those differing viewpoints (Womack et al., 1990). 
Change agents, the backbone of cultural change, are key ingredients in a positive 
enabling culture. These change agents, who bring a common language, a common 
purpose, risk-taking, change orientation, leadership, positive modeling, and growth 
orientation into an organization, are constantly forcing members out of their comfort zone, 
stirring the pot of change, and talking about doing things in new and different ways. 
There are five types of members who often act as change agents: 1) the outsider, 2) 
members fresh out of training, 3) members looking for a shift in their behavior, 4) those 
who like to tinker, and 5) those who are natural mavericks (Baiker, 1992). 
Accomplishing cultural change requires brains, brawn, time, and effort, which combine to 
create a critical mass that drives change in a school's culture. These change agents 
devote the time and energy necessary to motivate change. Change agents also have the 
ability to intentionally make good decisions with incomplete data. They are willing to 
take risks because diey believe that the payoff for change is significantly greater than the 
payoff for remaining the same (Barker, 1992). 
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Leadership is another important component of a positive enabling culture. One 
consistency of leadership in the United States is the habit of top management to override 
decisions made by middle management, thus weakening the position of the leaders and 
reducing motivation to implement the policies of top management. Top management 
needs to trust decisions of middle management in order to build ownership which 
facilitates real change (Womack et al., 1990), The modem leader solves problems by 
collectively involving everyone who has a contribution to make in the decision-making 
process (Dyer, 1977, p. xi). Leaders must facilitate and encourage decisions across 
disciplines and departments because solutions to problems often come from applying what 
others have learned from one setting to another. Leaders who listen to many ideas 
looking for connections will generate new ideas which result in creative solutions (Barker, 
1992). 
Group support Group support, the second process element of a productive school 
culture, is the degree to which members of an organization work together in achieving the 
goals of the organization. Factors of group support include such sub-elements as 
belonging, collegiality, teamwork, internal socialization, support, and trust. 
The ability of members of an organization to support the goals and other members of 
the organization is an important part of a positive group support culture. When members 
of an organization support one another, they can enjoy, even laugh, at the revelations that 
occur as the dysfunctional norms are brought to everyone's attention. With discussion. 
14 
members can become receptive to change, creating mutual support for efforts to improve 
those dysfunctional norms (Kilmann, 1989, p. 38). 
Teamwork is also an important sub-element of a positive group support culture. 
When teamwork is stressed, teachers tend to go out of their way to help each other. 
When teamwork is not stressed, teachers tend to be self-centered and competitive (Allen 
& Pilnick, 1983, p. 25). Furthermore, when members actively support one another's 
efforts to identify problems and implement solutions, there is widespread enthusiasm to do 
whatever it takes to achieve organizational success (Kilmann, 1989, p. 50). 
Colleagiality, the sharing of authority among colleagues, is another essential 
sub-element of a positive group support culture. Individuals can put forth an immense 
effort to solve their own problems. However, it is the synergy, the ability of groups to 
develop solutions greater than the total solutions of all individuals, which makes working 
together in colleagial teams so important (Covey, 1989). It is the diversity of groups that 
enables them to deal with complexity and make group decisions more capably than any 
single individual (Barker, 1992, p. 153). Moreover, in organizations in which colleagues 
work hard to support each other with respect and dignity, the relationship between the 
organization and its associates is mutually beneficial and satisfying. When mutual respect 
and dignity are not supported, relationships tend to be separate with little mutual concern 
(Allen & Pilnick, 1983, p. 26). 
Internal socialization is a final key component of group support. Success is often 
defined in terms of a member's level within the hierarchy. When top-down management 
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is replaced with participatory management and the power hierarchy is flattened, internal 
socialization is enhanced, motivation is increased, and productivity is improved (Kilmann 
et al., 1985, p. 177). 
Motivation The third process element of a productive school culture, motivation, 
is the degree to which members of an organization have a deep interest in achieving the 
goals of the organization. Factors of motivation include such sub-elements as recognition, 
respect, hero/heroine environment, high standards of member performance, school pride, 
and caring. 
Motivation is the heart and soul of a productive school culture. Sergiovanni (1984) 
summarizes the motivation which accompanies a strong positive school culture. "As 
persons become members of a strong and positive culture, they are provided with 
opportunities for enjoying a special sense of personal importance and significance. Their 
work and their lives take on a new importance, one characterized by richer meanings, an 
expanded sense of identity, and a feeling of belonging to something special" (p. 9). 
Pride is an essential sub-element of a positive motivation culture. When members 
feel pride in their woric and in the success of the organization, they tend to look at the 
organization as "their" organization and upon the problems of the organization as "their" 
problems. When pride is low, members tend to have an attitude of "I only work here" 
(Allen & Pilnick, 1983, p. 24). 
High performance standards also contribute to a positive motivation culture. 'The 
beauty of the total quality management movement is that workers are now motivated by 
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their own values to do the best they can do. That the workers now have permission to 
improve the products or services allows them to really care about what they are doing" 
(Barker, 1992, p, 136). 
A caring environment is important to the positive motivation culture of a school. It 
generates great enthusiasm and commitment to reaching the goals of an organization, 
which leads to productivity, innovation, and self-initiation. If members of an organization 
are going to be part of a community, they will have to do what it takes for the community 
to succeed (Barker, 1992, p. 54). 
A reward system contributes significantly to a positive motivation culture. When 
rewards are given for behaviors that match espoused values, norms tend to change to 
parallel those espoused values (Kilmann, 1989, p. 51). Reward systems produce a better 
organization, a better understanding of the organization, and a high commitment to 
implement the mission of tiie organization (Lawler, 1981, p. 26). Characteristics of an 
effective reward systems include the following: 1) rewards match the organization's 
mission, 2) tiie reward system is developed and managed by members at all levels of an 
orjganization, 3) rewards are open and available to all members, 4) rewards focus on 
productivity and performance, and 5) rewards provide motivation to organization members 
(Kilmann, 1989). 
The motivation culture of a school is also affected by the situational heros and 
heroines who represent core values of that school and by the ceremonies, traditions, and 
rituals which maintain tiie existence of those core values (Deal & Peterson, 1990, p. 11). 
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The process of maintaining a school's history is a matter of knowing the culture of a 
school. This is accomplished in order to develop stories and traditions which connect a 
school with its ancestrial roots for the purpose of maintaining the collective dream. With 
this collective dream comes the motivation to be a part of the organization and fulfill the 
mission of that organization (Deal & Peterson, 1990, pp. 17-18). 
Product elements 
Having a strong process culture in place in an organization provides a quality vehicle 
for moving from one cultural paradigm to another. That strong positive process culture 
provides the structure and organization to achieve a strong and positive product culture. 
However, regardless of what an organization has accomplished through dieir process 
culture, no signiticant accomplishments have been made unless an organization has made 
a positive impact on the product culture of that organization, in this case student success 
(Barker, 1989). Two product culture elements, achievement and results-orientation, 
represent the primary focus of all educational organizations. 
Achievement The first product culture element of a productive school culture, 
achievement, is the degree to which members of an organization focus on those factors 
which assist students in reaching high success standards. Factors of achievement include 
such sub-elements as 1) customer orientation, 2) high expectations, 3) responsibility, 4) 
accountability, 5) cost effectiveness, 6) value of learning time, and 7) achievement 
orientation. 
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Reaching high quality expectations is an essential component of the achievement 
element of a productive school culture. The Oualitv School (Classer, 1990), Out of Crisis 
(Demming, 1986), and Future Edge (Barker, 1992) are just three of hundreds of books and 
philosophical approaches which focus business and education on quality and high 
expectations. Proponents of the quality movement leave little doubt as to the urgency of a 
move to quality. Barker (1992) states the case for quality clearly by saying, "Any 
organization that doesn't catch the quality disease may have a difficult time surviving the 
next 20 years" (p. 139). Research is finding strong correlation between high expectations 
and achievement. Successful schools set high expectations of every student and faculty 
member, believing that everyone can reach them (Deal & Peterson, 1990). In establishing 
high expectations, five steps appear to be significant: I) systematically raise expectations 
for students, 2) communicate expectations to students and parents, 3) establish systematic 
instructional programs Aat make operative the high expectations for students, 4) recognize 
students who achieve the high expectations, and 5) hold teachers accountable for raising 
student achievement (Brookover et al., 1982, p. 179). 
Another sub-element which is important to a high achievement culture is the 
achievement orientation possessed by a school. Schools which have a strong and positive 
achievement orientation tend to indicate a dissatisfaction towards mediocrity. Schools 
with negative performance norms tend to indicate an acceptance of "good enough" with 
vague or undefined expectations (Allen & Pilnick, 1983, p. 24), This positive orientation 
sets the tone and clearly shows students and parents that high achievement is expected. 
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Accepting responsibility for the success of a school is also an important component 
of a high achievement culture. When staff members accept the responsibility for high 
achievement, they do what it takes to provide learning which meets those high 
achievement expectations. In effective organizations workers are often taught to trace 
systematically every error back to its ultimate source and then devise a fix so that the 
errors do not happen again. This tracing and fixing system leads to high quality 
achievement (Womack et al., 1990, p. 57). 
Holding all stakeholders accountable for their share of the success of an organization 
is another key factor in a high achievement culture. Successful schools believe that there 
should be clear performance rules and that everyone should have clear and helpful 
performance feedback to help them succeed (Deal & Peterson, 1990, p. 10). 
Customer orientation is also an important positive achievement element in a 
productive school culture. The customer must be considered when making changes which 
will directly affect that customer (Barker, 1992, pp. 165-166). When considering major 
changes in culture, schools should consider who their customer is, in what way the 
customer should be involved in the change process, and at what point in the process the 
customer should become involved. 
Cost effectiveness (time and money) is a major support factor of a high achievement 
culture. The effective use of time, the ability to work smarter and harder, often separates 
weak schools from good schools and good schools from excellent schools. In excellent 
schools which exceed achievement expectations, students accomplish far more and 
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teachers work harder than is ordinarily expected (Sergiovanni, 1984, p. 5). When learning 
and achievement are not the priorities, other behaviors distract time and effort from 
student achievement and teacher effectiveness (Brookover et al., 1982, p. 179). School 
discipline, which often supersedes achievement priorities, can either free up time to be 
spent on learning and achievement or become a major focus of a school. Finally, 
regarding the effective use of funds, organizations in which cost-effectiveness is stressed 
tend to evaluate expenditures in terms of cost-effectiveness for the well-being and goals of 
the organization (Allen & Pilnick, 1983, p. 25). 
Results-orientation The second product element of a productive school culture, 
results-orientation, is the degree to which members of an organization focus on assisting 
students in achieving the important outcomes of the organization. Factors of 
results-orientation include the systematic implementation of four beliefs, five principles, 
and five practices. 
The four major beliefs of results-oriented education require a considerable shift in 
thinking from the beliefs of traditional education. The first belief is that "whether a 
student learns is more important than when a student learns." With this belief, learning 
becomes fixed, rigid, and required and time becomes flexible. The second belief is that 
"all students can learn and succeed." The vast majority of the students in our country can 
succeed to the level where they can become productive citizens. The third belief is that 
"schools control the conditions for success." Schools control what is taught, how it is 
taught, how lime is spent and how the learning process is managed. Finally, 
21 
results-oriented education fosters the belief that "success breeds success." Students who 
develop a success orientation are more likely to succeed in school and in life (Spady, 
1989). 
The first principle of results-oriented education is that "schools should maximize the 
time students spend on learning." Time in school should focus on learning and time spent 
on learning out of school should be directed to enhance the learning which takes place in 
school. The second principle is that "schools should develop a clarity of focus on 
teaching that which is really important for students' future success." The third principle is 
that "students should be provided expanded opportunity for success." At a minimum, 
every student deserves a second chance. At a maximum, students deserve every chance 
possible to succeed. The fourth principle of results-oriented education is that "schools 
should set high expectations for students' success." This includes setting explicit and 
public expectations for success and not accepting less. The final principle is that "schools 
should design the educational program down from where they want students to end up." 
This includes determining the characteristics of a successful graduate, then systematically 
determining the role each teacher should play in developing successful graduates starting 
from the day students enter school and ending on graduation day (Spady, 1989). 
The first practice identified for implementing results-oriented education involves 
"developing outcomes of significance." This can be accomplished by first developing exit 
outcomes (general statements of a successful graduate), then developing competencies 
which define each exit outcome, and finally identifying the point in the educational or 
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developmental process where student possession of each competency is critical to 
students' future success. The second practice of results-oriented education is "designing a 
curriculum which teaches the outcomes of significance." This includes designing 
appropriate programs, courses, units, and lessons to teach the outcomes of significance. 
The practice of designing a results-oriented education curriculum may also include the 
integration of content areas and the integration of non-content areas within each content 
area. The third practice is "developing a delivery system designed to instill the outcomes 
of significance." This involves developing instructional, classroom management, and 
student management strategies which enhance student success in acquiring the outcomes 
of significance. The fourth practice is "assessing student success in acquiring outcomes of 
significance." Assessment includes determining student possession of outcomes of 
significance, documenting student progress, providing feedback to student and parents on 
student progress, and providing direction to the student on future learning. Student 
demonstration of culminating outcomes is considered the most important distinction 
between results-oriented education and traditional education (Spady, 1990). The final 
practice of results-oriented education is "advancing students based on their acquisition of 
outcomes of significance." Once the outcomes have been broken down into appropriate 
chunks of learning and those chunks are clustered into grades or courses, students advance 
as they show mastery/proficiency in the chunks of learning (Spady, 1989). 
Using the beliefs, principles, and practices of results-oriented education as a 
foundation, organizations have created a results-oriented culture. One such organization is 
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Alverao College in Milwaukee, Wisconsin. Alvemo College, a private school, began 
implementing results-oriented education over 18 years ago. Alvemo College began by 
selecting eight outcomes that all students must master before graduation. Those outcomes 
include effective communication skills, ability to analyze, ability to solve problems, ability 
to value, ability to interact socially, responsibility for the global environment, effective 
citizenship, and aesthetic response. The Alvemo staff has identified six levels of 
difficulty for each outcome, progressing from simple to more difficult. Each student must 
reach at least the fourth level of difficulty in each outcome before graduation (Cramp, 
1990). Alvemo College has also implemented the policy that no credit is given for a 
course until all outcomes of that course are demonstrated to proficiency (Diez, 1990). 
Alvemo's success in making the transformation from a traditional school to a 
results-oriented education school has been attributed to many critical factors. One of 
those factors is the support the staff receives from the top administration. Clear policies 
supporting results-oriented education have been implemented. Alvemo College also has a 
strong leadership philosophy which provides time, sets clear expectations, allows for 
innovation, and provides formative assistance to the staff in the performance of their job. 
A third key factor in the successful transformation of Alvemo College is their successful 
long-range planning. They created development teams which researched, recommended, 
and implemented results-oriented practices. A final and very key factor is the long-term 
commitment made by the entire staff to persist in providing a results-oriented culture 
(Diez, 1990). 
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Another educational organization which has utilized the beliefs, principles, and 
practices of results-oriented education to create a results-oriented culture is the Johnson 
City, New York Public School District. In making the cultural transition to a 
results-oriented culture, Johnson City developed an organizational model by which it 
continually implements new strategies to improve the implementation of results-oriented 
education. Rowe (1990) reported that Johnson City first conducts research to determine 
what it wants to have happen. A knowledge base in a specific area is developed and 
transformed into the belief system of the staff. The staff can then implement a practice 
into the school structure. Finally, those practices which are accepted and valued by the 
staff over a period of time become part of the Johnson City culture. The role of the 
administration in this process is to provide leadership, facilitate development and 
implementation, and provide support for the maintenance of positive practices. 
Factors Which Influence the Implementation of a Productive School Culture 
Shaping culture 
Shaping the culture of an organization is a complex, long-term activity. It requires 
determining those factors within the organization which need to be shaped and the 
selection and implementation of factors which, when maintained for a prolonged period of 
time, will affect the culture of the organization (Sweeney, 1990). Culture in and of itself 
is undirected and totally responsive to the interactions of the organization within which it 
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resides. Positively shaping that culture requires a carefully orchestrated effort which 
includes strongly influencing many aspects of the organization. 
Shaping culture occurs in three phases. The first phase is the unfreeze phase. It 
occurs when group members recognize that their behavior needs to change. The second 
phase, the change phase, occurs when members begin to behave according to the new 
cultural norms. The final phase is the refreeze phase. It occurs when the new norms 
become natural and automatic. It requires four to six months of mechanical behavior 
before members will significantly alter their behavior to a natural state (Kilmann, 1989). 
The leam-commitrdo cycle is the basis of cultural change. It can lead to the total 
renewal of an organization (Covey, 1989). The "learn" component of the cycle focuses on 
the development of a staff knowledge-base of effective behaviors. The "commit" 
component focuses staff on their responsibilities to change behavior. In many Japanese 
businesses team leaders work with team members to establish a successful plan. Once the 
plan has been established and agreed upon by team members, all members "commit" by 
signing a solemn oath of obligation to implement the plan as established without variance 
(Womack et al., 1990). The "do" component of the cycle is characterized by the 
development and implementation of an action plan and the utilization of short-term 
evaluation of progress and long-term evaluation of results (Covey, 1989). 
Factors which shape culture 
Six concepts appear repeatedly in the literature concerning the concepts which shape 
culture. These six concepts include the environment within which the organization 
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resides, the social incentives of the organization, the technical or structural concepts of the 
organization, the primary purposes or focuses of the organization, the knowledge base of 
the organization, and the leadership style of the organization (Mamory, 1990). These six 
concepts work in concert to shape the productive school culture of a school. Below is a 
description of these six factors along with an explanation of how each affects a school's 
culture. 
Environmental factors Environmental factors play an important role in positively 
shaping the culture of a school. The regular scanning of the external environment helps 
determine levels of support, supplies feedback on progress, and often provides a 
forewarning for rough times ahead. Involving the community in developing and 
implementing long-range plans provides input from non-academic points of view and also 
helps develop community ownership for education. Another important environmental 
concept is the open approach to organizational management. This builds trust in the 
administration and helps to develop a "we are all in this together" attitude (Pasmore, 
1988). Finally, the development of positive relations between various factions of the 
educational community including students, parents, business persons, and community 
members develops support, involvement, acceptance, and appreciation for the educational 
process (Allen & Pilnick, 1983). The external environment is the ultimate judge of design 
effectiveness. Therefore, no matter what changes in culture occur internally, unless 
changes occur in the external environment, true success is not accomplished (Pasmore, 
1988). 
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Social incentives The social factors of an organization play an important role in 
determining the culture of an organization. For example, the extent to which the social 
environment is managed to promote cooperative and positive behavior-the presence of 
reward systems, the provision of training, support, and resources, and the management of 
additions and departures to the group-have significant effects on the culture of a school 
(Pasmore, 1988). The culture of a school is also affected by whether the staff feels proud 
to be a part of the system, whether innovation and change is nurtured (Allen & Pilnick, 
1983), whether staff cohesiveness and morale is nurtured, and whether ownership is 
developed through shared decision-making (Sergiovanni, 1984). 
Technical or structural concepts The technical or structural factors of a school 
system are the foundation of a school's culture. The decision-making structure plays a 
major role in shaping the culture of a school system. Whether the organization is a 
layered structure with top-down control or a flat structure with mutual influence systems 
plays a major role in the development and maintenance of a culture (Pasmore, 1988). 
Districts which have an organized structure for planning, scheduling, and coordinating are 
more likely to succeed in developing and maintaining a positive culture (Sergiovanni, 
1984). Moreover, developing a communications network (Allen & Pilnick, 1983) which 
includes a plan for group sharing and networking (Snyder, 1988) and providing time for 
groups to meet is essential. Finally, creating a common vocabulary, developing 
school-based improvement teams (Lezotte, 1989), clearly defining staff jobs and 
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performance expectations, and developing mutuality in relations all contribute to shaping a 
positive culture. 
Primary purposes or focuses of an organization Establishing the purposes and/or 
focuses of an organization is critical to shaping its culture. For instance, the development 
of district-wide and building-wide visions of the future provides direction to the disuict or 
school. A vision provides a target for all members of the organization. From diat vision, 
the development of stretch goals (long-range goals agreed upon by all) provides 
step-by-step procedures which can be followed to reach the vision. When these stretch 
goals are well defined, achievable, and provide points for celebration, they are more likely 
to have a positive effect on shaping the culture (Snyder, 1988). Moreover, the promotion 
of an acceptance of change as the way of life in education and the development of a 
mutual direction provides motivation and creates momentum for reaching the established 
goals (Wilson & Burb^h, 1989). 
Knowledge base The extent to which the members of an organization possess a 
similar knowledge base and the extent to which that knowledge base is sufficient to meet 
the educational needs of the students play key roles in positively shaping the culture of an 
organization (Pasmore, 1988). With this knowledge base in place, the staff will develop 
the ability to recognize student needs and those strategies which are available and 
appropriate for meeting those needs (Wilson & Burback, 1989). The extent to which the 
knowledge base is passed on to new staff helps to ensure the endurance of the culture 
(Sergiovanni, 1984). 
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Leadership style In order to facilitate the reshaping of school culture, the roles and 
responsibilities of the leadership of an organization should be clearly identified and 
defined. One such responsibility is managing the development and promotion of a 
strategic plan which will shape the culture in a manner consistent with the needs of the 
community (Pasmore, 1988). The leadership of an organization should also be responsible 
for continually working to create policies and structures which maximize movement 
towards the completion of the plan (Spady, 1987). Other responsibilities include 
empowering the staff to make decisions (Snyder, 1988), facilitating the flow of 
information in and between groups, managing individual and group conflicts, creating 
problem-solving teams, and allocating resources in a manner which positively influences 
the shaping of the culture. Another major role of leadership is the facilitation of the 
formative and summative evaluation process. This includes promoting an attitude of 
entrepreneurialism among the staff, providing opportunity and guidance in staff 
improvement, and systematically dealing with those who cannot or will not make a 
positive contribution to the success of the organization (Pasmore, 1988). Finally, all 
leaders of an organization should play the role of symbolic leader, agreeing on what is 
important to pass on to the staff and community and passing that on at every opportunity 
(i.e. providing one clear voice). Being a symbolic leader also means being visible to 
staff as often as possible and carrying the torch in such a manner that the vision of the 
organization is continuously echoed throughout the organization (Sergiovanni, 1984). 
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CHAPTER ni. METHODOLOGY 
Design of Study 
This study examined the school cultures in 22 small rural elementary and 
secondary schools in northeast Minnesota, the extent to which nine months of intervention 
shaped the cultures within these schools, and the approaches which had positive effects on 
the schools' cultures. 
The study is a one-group pretest-posttest design with intervention between the 
pretest and the posttest. The pre- and post-intervention surveys used in this study are 
identical. Pre-intervention surveys were administered February 1, 1991. From February 
1, 1991 to October 31, 1991 participants had an opportunity to participate in over 80 
activities designed to positively affect their school cultures (values and norms). 
Post-intervention surveys were administered October 31, 1991 following nine months of 
intervention. This chapter presents a summary of the study, including the sample, 
procedures, treatment and analysis of data, and instrumentation. 
Sample 
Population sample 
In August, 1990 17 districts in northeast Minnesota formed a consortium to 
cooperatively implement results-oriented education. In November, 1990 the researcher for 
this study agreed to become the facilitator of this consortium, the Northeast Minnesota 
Educational Cooperative Service Unit Outcome Based Education (NE ECSU OBE) 
Consortium. The districts in the consortium were small rural districts with school 
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populations ranging from 145 to 615 students. Most of the participating schools had 
either a two building structure (K-6, 7-12) or a one building structure (K-12). Schools 
participating in this study were chosen from elementary and secondary schools within the 
17 districts participating in the consortium. One of the services offered by the consortium 
was the administration of pre-intervention and post-intervention surveys along with 
individual summaries of results. On December 12, 1990 the director of the NE ECSU 
OBE Consortium held a meeting with representatives from each of the 17 districts in the 
consortium to explain the study, participation expectations, and procedures for 
participating. The representatives received a packet containing 1) copies of the culture 
audit (see Appendix A), 2) a letter explaining rationale and expectations for participation 
(see Appendix B), and 3) forms to indicate agreement to participate (see Appendix C). 
The representatives also listened to a verbal explanation of the study. The representatives 
were instructed to return to their districts and request buildings to participate in the study. 
Twenty-seven schools returned forms indicating willingness to participate by the January 
16, 1991 deadline. Of the 27 schools, 22 provided data for the study. Two of the 27 
withdrew from the consortium, one had significant internal restructuring problems and 
decided not to participate in the study, and two did not meet the deadline for returning 
surveys. 
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Procedures 
Approaches to change 
On January 16, 1991 a representative from each participating school received a list 
of activities which would be conducted during the intervention period (see Appendix D) 
along with an explanation of a results-oriented culture model and recommendations based 
on their priorities as to which activities might best support positive changes within their 
buildings (see Appendix E). Schools could participate in activities from some or all of 
the following approaches: 
Knowledge of research Developing a knowledge-base of research in education 
included activities which focused on the following: results-oriented education awareness, 
the need for change, understanding the change process, teaching to different learning 
styles, managing the cooperative learning classroom, whole language, outcome writing, 
teaching to outcomes, assessing outcomes, and teaching with a focus on results. 
Principal leadership Developing principal leadership included activities which 
focused on site-based management, formative evaluation, how to interact with staff in the 
change process, time management, developing staff ownership, assisting teachers in 
learning the skills of results-oriented education, monitoring the process of district-wide 
and building-wide plans, and managing the public relations plan. Principals also received 
training in coordinating activities between and within buildings at monthly principal 
meetings. 
District-wide development Developing a district-wide plan included activities 
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which focused on identifying appropriate roles for all participants from the school board 
to the classroom teacher, improving superintendent and principal relations, and developing 
a district-wide strategic plan. Participants involved in developing a district-wide plan 
received training in developing and managing a district-wide coordinating team which 
included representatives from all of the other teams in the district. This team was to 
come together at least monthly to manage the entire development of the results-oriented 
culture by sharing progress, making plans, scheduling events, and recommending the 
allocation of personnel, time, and money. This team was also responsible for the 
identification of exit outcomes and the development of an assessment plan to measure 
student success in acquiring Uiose outcomes, the development and articulation of a 
curriculum which assists students in acquiring those outcomes, and the development and 
management of a staff development plan which provides staff with classroom, 
instructional, and student management skills. 
Keeper of the vision Developing a "keeper of the vision" involved the training 
of a single individual within a building to lead the restructuring process. The keeper of 
the vision attended a large number of workshops to develop the knowledge and skills 
needed to lead the school in change and met with the consortium staff to develop plans 
and strategies. This person also set up committees, managed the nitty-gritty details, and 
met with school personnel to develop knowledge base, motivation, and interest. 
Systematic student management Developing systematic student management 
included activities which focused on teaching and holding students accountable for 
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self-discipline, self-management, respect, responsibility, appropriate social skills, and 
producing quality work. 
Selection of approaches to follow 
One educator from each participating school was selected to represent his/her 
school on a central committee (die organizing body for this research). The central 
committee consisted of 2 superintendents, 1 curriculum director, 8 principals, and 11 
teachers. Committee members were selected by their schools because of their leadership 
skills and prior knowledge of results-oriented education. Each central committee 
representative became familiar with the different available approaches (knowledge-base 
development, principal leadership, keeper of the vision, systematic student management, 
and district-wide development) in order to assist his or her staff in selecting approaches 
they could follow during the nine months of intervention. Table 1 shows a breakdown of 
the approaches chosen by the 22 schools. 
Over 80 activities relating to the five approaches described above were conducted 
during the nine months of intervention (see Appendix F). Activities included meetings to 
discuss particular topics, planning sessions, presentations by consortium staff, and 
workshops conducted by experts in the field. Some activities focused specifically on one 
approach. Other activities involved information designed to assist schools in several or all 
of the five approaches. During the first two months of the project, activities focused on 
the more theoretical and informative aspects of developing a results-oriented culture. 
These activities were designed to assist faculty in developing an understanding of the 
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choices and consequences of the various approaches in developing their results-oriented 
cultures. Initially, schools had a limited understanding of results-oriented education and 
of how to change their building cultures from traditional to results-oriented. Staff 
members attended meetings, workshops, and planning sessions to develop an 
understanding of which approaches were best suited for their schools. The process to 
determine which approaches to follow varied. 
Some schools examined what they knew, what they wanted, what they believed, 
and what was happening in their schools in order to select approaches. Frequently schools 
sent staff members to workshops to learn more about an approach. Those staff members 
became interested in the approach, and that interest spread to other staff members until a 
critical mass of staff members was interested in the approach. The school would then 
either formally adopt the approach in their school on a systematic basis or continue to 
attend activities in the approach on an informal basis. Some schools focused on only one 
approach while other schools chose to participate in activities for all five approaches. 
Several schools chose none of the approaches. These schools either had an approach of 
their own or had no approach at all. Faculty in these schools went to activities which 
were of interest to them without committing to approaches. 
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Table 1. Approaches chosen by the 22 participating schools. 
Bidg Knowledge Principal District Keeper Student 
no. base leader wide of vision management 
1 N N N Y N 
2 N N N N N 
3 Y N Y N Y 
4 N N Y N N 
5 Y N Y N Y 
6 N Y Y Y N 
7 N N N N N 
8 N N N N M 
9 Y N N Y Y 
10 Y Y Y Y Y 
11 N Y N Y N 
12 N N N N N 
13 N N N N N 
14 N N Y N N 
15 Y Y N N Y 
16 Y Y N Y Y 
17 Y Y Y Y Y 
18 N Y Y N N 
19 Y Y Y Y Y 
20 Y Y N Y Y 
21 Y Y Y N Y 
22 N N N Y N 
Y = Selected the approach. N = Did not select to follow the approach. 
Collection and Analysis of Data 
Collection of data 
On January 20, 1991 packets containing the culture audit, scantron forms, and 
administration instructions (see Appendixes A and G) were sent to participating schools. 
Principals were to administer the audit following the instructions provided with the audit 
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before January 31, 1991. Twenty-two schools (511 teachers) returned the completed 
audits to the NE ECSU office by the February 15, 1991 deadline. The surveys were 
scanned on a 1300 Scantron. The compiled data for each school was summarized and sent 
to principals of the participating schools. 
On October 20, 1991 packets identical to the pre-intervention packets were sent to 
participating schools. Principals were to administer the surveys by October 31, 1991 (the 
end of the nine months of intervention). Twenty-two schools (507 teachers) returned the 
completed audits to the NE ECSU office by the November 15, 1991 deadline. The 
surveys were scanned and the compiled data for each school were summarized and sent to 
principals of the participating schools. 
Analysis of data 
Three research questions were the focus of this study: 1) To what extent do 
productive school cultures exist in 22 small rural elementary and secondary schools in 
northeast Minnesota? 2) To what extent will nine months of intervention influence the 
productive school cultures of these 22 schools?, and 3) What approaches are most 
influential in enhancing the cultures in these 22 schools? Five hundred eleven teachers 
completed pre-intervention surveys and 507 completed post-intervention surveys. Values 
and norms were calculated for pre- and post-intervention surveys for all schools and for 
each of the 12 elementary and 10 secondary schools. Values and norms changes between 
pre- and post-intervention surveys were calculated for all schools and for each of the 12 
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elementary and 10 secondary schools. Finally, schools were ranked by greatest and least 
norms changes to examine effective approaches to cultural change. 
Question one The first research question was: To what extent do productive 
school cultures exist in 22 small rural elementary and secondary schools in northeast 
Minnesota? To answer question one, means, standard deviations, and school rankings 
were calculated for the five cultural values elements (enabling values, group support 
values, motivation values, achievement values, and results-orientation values) and for the 
five cultural norms elements (enabling norms, group support norms, motivation norms, 
achievement norms, and results-oriented norms) both prior to and after the nine months of 
intervention. The values and norms were presented for all 22 schools and for the 12 
elementary and 10 secondary schools. Means and standard deviations for the five 
elements were also presented across elementary schools, across secondary schools, and 
across all schools. Finally, the differences between elementary and secondary schools 
were presented. Schools are identified by the numerals 1-22 (1-12 are elementary schools 
and 13-22 are secondary schools) with the number of teachers (N) in each building. 
Question two The second research question was: To what extent can nine 
months of intervention influence the productive school cultures of these 22 schools? To 
answer the second question, dependent t-tests were conducted comparing values and 
norms prior to and after the nine months of intervention for each of the five cultural 
values elements (enabling values, group support values, motivation values, achievement 
values, and results-orientation values) and for each of the five cultural norms elements 
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(enabling norms, group support norms, motivation norms, achievement norms, and 
results-oriented norms). The comparison of pre- and post-intervention values and norms 
were presented for all 22 schools and for the 12 elementary and 10 secondary schools. 
Question three The third question was: What approaches are most influential in 
enhancing the cultures in these 22 schools? To answer this question, schools were ranked 
from 1 to 22 based on changes in norms between pre- and post-intervention surveys on 
the five norms elements (enabling norms, achievement norms, group support norms, 
motivation norms, and results-oriented norms) to determine which schools experienced the 
greatest and least changes in their norms as a result of the nine months of intervention. 
Norms changes in all five norms elements were used to rank schools. The six schools 
which experienced the greatest norms change betwen pre- and post-intervention surveys 
were labeled "improving schools". The six schools which experienced the least norms 
changes betwen pre- and post-intervention surveys were labeled "stuck schools". Each 
improving and stuck school was matched with the formal approaches the school selected 
during the nine months of intervention. This information was used to examine approaches 
selected by improving and stuck schools, including 1) the number of different approaches 
used by improving and stuck schools and 2) the frequency of various approaches used by 
improving and stuck schools. 
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Instrumentation 
Development 
The instrument used in this study is a modification of the cultural audit developed 
and pilot tested by Taylor (1990). The audit has four subscales or elements: group 
support, enabling, motivation, and achievement (see Appendix H). Table 2 provides a 
description of the four elements and a summary of each audit item. 
Prior to developing this audit, Taylor submitted a pool of 36 factors related to 
school culture to a panel of experts who assessed the survey in terms of 1) the extent to 
which each key factor of the survey represented a concept or element which is important 
in achieving excellence in schools and 2) the extent to which the explanation or 
description of each key factor as it should exist in an excellent school was satisfactory. 
The instrument was reduced to 31 factors to identify the culture (values and norms of 
behavior) of schools. The first 31 items on the survey are designed to survey the values 
teachers possess concerning the 31 culture values factors. The next 31 items on the 
survey are designed to assess the norms of behavior related to the 31 culture norms 
factors which exist within schools. 
Thirty items (15 values and 15 norms) related to results-oriented education were 
added to the survey (see Appendix H). Table 3 provides a description of the 
results-orientation element and a summary of the audit items related to this element. In 
developing these items, a pool of 16 results-oriented education characteristics were 
selected, primarily from the work of Dr. William Spady; Dr. William Glasser; Alvemo 
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Table 2. Description of culture elements and audit items. 
Enabling element description Enabling audit items 
The enabling subscale consists of 12 Positive physical setting 
key values which enhance the abilities Common language 
of staff members to actively influence the Common purpose 
effective functioning of their school through Management of environment 
the freedom to develq) and use their Risk taking 
professional expertise to pursue individual Creativity 
as well as shared school goals. Elementive disagreement 
Change orientation 
Leadership 
Positive modeling orientation 
Empowerment 
Growth mentation 
Group support element description Group support audit items 
The group support subscale includes Belonging 
six key values of the school culture that Collegiality 
discourage staff isolatlcxi and encourage Teamworic 
staff sharing and other interactions helping to Internal socialization 
bind and integrate the organization into a Support 
productive and effective unit Trust 
Motivation element description Motivation audit items 
The motivation subscale contains Recognition 
six intrinsic and extrinsic motivators Respect 
that promote professionalism as well as Hero/heroine environment 
enhancing individual self-esteem (p. 37). Maintains standards of performance 
School pride 
Caring 
Achievement element description Achievement audit items 
The achievement subscale Customer orientation 
encompasses seven key values of the High expectations 
productive school culture that impart and Responsibility 
enhance student learning and a sense of Accountability 
ownership and obligation by the staff for Cost effectiveness 
what haRKns in their classroom and school. Value of learning time 
Achievement orientation 
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College (Milwaukee, WI); Johnson City, NY Schools; and Glendale, AZ Schools. The 16 
characteristics were comprised of one purpose, four beliefs, five principles, and six 
practices. One values and one norms item were developed for each of the 16 
characteristics. 
Table 3. Description of the results-orientation element of this audit, with audit items. 
Results-orientation element description Results-orientation items 
Purpose of school 
Credit for possession of outcomes 
Identification of customer 
All students can succeed 
Whole child emphasis 
Schools control the conditions of success 
Focus of learning (content vs abilities) 
Expanded opportunities for learning 
High expectations (quality standards 
Design from where you want to end up 
Assessment-formative vs. credentialling 
Whole child curriculum 
Students demonstrate proficiency 
Outcomes known by all 
Student ownership 
On January 8, 1991 representatives from each school were given a copy of the 
pool of results-oriented characteristics and the 32 survey items related to results-oriented 
education. They were asked to analyze them in terms of clarity, relevance of the 
characteristics to results-oriented education, and relevance of survey items to the pool of 
The results-orientation subscale 
encompasses 15 key values of 
the productive school culture which 
include one purpose (the purpose of 
education is to prepare graduates for 
success), four beliefs (all students 
can learn, success breeds success, 
whether students learn is more 
important than when they learn, and 
schools control the conditions for 
success), five principles (maximize 
time spent on learning, clarify focus, 
expand opportunity for success, hold 
high expectations, and design down 
from where you want to end up), and 
five practices (develop outcomes, 
design curriculum from outcomes, 
deliver curriculum, assess outcomes, 
and advance students based on success). 
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characteristics (see Appendix I). On January 16, 1991 a discussion was 
conducted with representatives from each school concerning the characteristics and survey 
items. Several items were revised or deleted from the survey. 
The instrument used in this study contained 92 items (46 values items and 46 
norms of behavior items). For every values item on the survey there was a corresponding 
norms item. The response mode for the values items was a dichotomous (five through 
one) scale with five indicating strongly agree, four indicating agree, three indicating 
undecided, two indicating disagree, and one indicating strongly disagree. The response 
mode for the norms items was a dichotomous (five through one) scale with five indicating 
approve and encourge, four indicating approve but not encourage, three indicating 
consider it not important, two indicating disapprove but not discourage, and one indicating 
disapprove and discourage. 
Reliability 
Estimates of internal consistency reliability using the Kuder-Richardson 20 (KR20) 
were computed for each of the four elements (values and norms), for the total of all 
elements (values and norms), and finally for the entire survey instrument 
Estimates of internal consistency reliability, also using the KR20, were computed 
for the four original elements and the results-orientation element using the data collected 
prior to intervention. The KR20 (Cronbach, 1970, p. 161) was used to compute the 
estimates of internal consistency reliability. 
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KR20  =  ( - ^ )  (1 - - ^ )  
where oV= population variance of an item 
a\ = population variance of total scores 
The KR20 was conducted using school and not individual scores thus reducing 
the possibility of extreme responses and matching the reliability assessment conducted by 
Taylor (1990). Values coefficients ranged from ,65 (motivation values) to .85 (enabling 
values). Norms coefficients ranged from .53 (motivation norms) to .73 (enabling norms). 
Reliability coefficients for values were higher than the corresponding coefficients for 
norms. The coefficient for all values elements was .82. The coefficient for all norms 
elements was .77. The coefficient for the entire instrument was .79. Reliabilities for the 
results-orientation values (.71) and norms (.66) were satisfactory for early research. In 
comparing the coefficients found in this study to Taylor's values and norms, reliabilities 
were nearly identical (values--.89 for this study, .90 for Taylor's audit, and norms-.81 for 
this study, .80 for Taylor's audit). A modest correlation of .50 to .60 using the KR20 is 
satisfactory in early stages of development (Nunnally & Durham, 1975). Table 4 shows 
the results of the KR20 for each of the four elements, for all elements, and for the entire 
survey instrument. 
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Table 4. KR20 reliability coefficients for the five element subscales, with a comparison 
to Taylor's norming results. 
Element subscale This study Taylors No. of items 
Values 
Enabling .85 .80 12 
Achievement .72 .68 7 
Group support .66 .73 6 
Motivation .65 .60 6 
Total values four elements .89 .90 31 
Results-oriented .71 NA 15 
Total values all elements .82 NA 46 
Norms 
Enabling .73 .60 12 
Achievement .56 .42 7 
Group support .58 .53 6 
Motivation .53 .58 6 
Total norms four elements .81 .80 31 
Results-oriented .66 NA 15 
Total norms all elements .77 NA 46 
Total survey .79 NA 92 
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CHAPTER IV. HNDINGS 
Introduction 
The purposes of this study are to determine the cultures of 22 rural elementary and 
secondary schools in northeast Minnesota, the effects of nine months of intervention on 
these schools' cultures, and the approaches which support positive changes in these 
schools' cultures. 
Prior to the nine months of intervention, 511 teachers in 22 schools completed a 
pre-intervention survey to determine the extent to which a productive school culture 
existed within their schools. The survey used in this study is an adaptation of the culture 
audit developed by Taylor (1990). The Taylor culture audit includes four elements for 
both values and norms of behavior-enabling, achievement, group support, and motivation. 
An additional element--results-orientation~was added to the survey. After completing the 
pre-intervention survey, the 22 schools participated in a series of activities designed to 
develop more positive values and norms of behavior in five culture elements (enabling, 
group support, motivation, achievement, and results-orientation). Each participating 
school received a list of activities from which they could select to participate (see 
Appendix D). The list includes activities from five approaches: 1) developing a 
knowledge-base of research on effective practices, 2) developing principal leadership, 3) 
developing a district-wide plan, 4) establishing a keeper of the vision, and 5) 
implementing systematic student management. Schools selected approaches and 
participated in activities to implement their approaches. After nine months of 
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intervention, teachers in the 22 schools completed a survey identical to the 
pre-intervention survey to determine the effects of nine months of intervention on their 
productive school cultures. 
Pre-intervention and post-intervention values and norms for all 22 schools and for 
elementary and secondary schools were examined to address question one: To what 
extent do productive school cultures exist in 22 small rural elementary and secondary 
schools in northeast Minnesota? Pre-intervention values and norms and post-intervention 
values and norms for all schools and for elementary and secondary schools were 
compared to address question two: To what extent will nine months of intervention 
influence the productive school cultures of these 22 schools? Finally, the 22 schools were 
ranked by change in their norms to examine patterns and trends in the approaches of 
improving schools and stuck schools to address question three: What approaches are most 
influential in enhancing the cultures in these 22 schools? 
Pre-intervention Survey Results 
Introduction 
There are 92 items on the pre-intervention survey. Forty-six items examine teacher 
values on five culture elements: enabling values, group support values, motivation values, 
achievement values, and results-orientation values. Enabling values, group support values, 
and motivation values are process values, which examine the actions and interactions 
teachers value in their educational programs. Achievement values and results-orientation 
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values are product values, which examine the end-product expectations that are important 
to teachers in their educational programs. Forty-six items examine teacher norms of 
behavior on five culture elements: enabling norms, group effort norms, motivation norms, 
achievement norms, and results-oriented norms. Enabling norms, group support norms, 
and motivation norms are process norms, which examine acceptable behavior for teachers 
regarding the actions and interactions in their educational programs. Achievement norms 
and results-oriented norms are product norms, which examine the acceptable behavior for 
teachers regarding the end-product expectations in their educational programs. 
Values 
Teachers indicated the strength of their values on the pre-intervention survey using 
a dichotomous scale: five (strongly agree), four (agree), three (undecided), two (disagree), 
and one (strongly disagree). 
Table 5 shows means, standard deviations, and rankings for pre-intervention 
enabling values, group support values, motivation values, achievement values, and 
results-orientation values prior to the nine months of intervention. It includes values 
across the 22 schools, for the 12 elementary schools, and for the 10 secondary schools. 
Values across schools are positive, averaging above 4.00 for all five values 
elements. The process values-enabling (4.35), group support (4.35), and motivation 
(4.34)~are stronger than the product values-achievement (4.14) and results-orientation 
(4.10). Elementary values are slightly more positive than secondary values in all values 
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Table 5. Pre-intervention survey means and standard deviations for productive school 
culture values elements: enabling, achievement, group support, motivation, 
and results-orientation. 
Elementary school pre-intervention values N = 12 schools, 215 teachers 
Process values elements Product values elements 
Sch X Results 
No. N Enabling Group support Motivation Achievement orientation 
R X SD R X SD R X SD R X SD R X SD 
1 14 10 4.26 0.70 9 4.31 0.72 10 4.15 0.69 8 4.08 0.77 10 3.99 0.88 
2 15 1 4.52 0.53 1 4.56 0.48 1 4.62 0.54 2 4.37 0.63 1 4.43 0.65 
3 27 1 4.52 0.56 4 4.52 0.53 3 4.52 0.50 1 4.42 0.63 3 4.36 0.64 
4 19 7 4.40 0.56 6 4.43 0.58 6 4.43 0.56 6 4.19 0.73 5 4.24 0.66 
5 26 9 4.30 0.56 8 4.33 0.53 8 4.34 0.51 9 4.02 0.59 9 4.01 0.74 
6 6 3 4.50 0.57 6 4.43 0.52 5 4.44 0.49 5 4.24 0.61 2 4.42 0.55 
7 16 8 4.37 0.68 10 4.30 0.73 9 4.30 0.88 10 3.95 0.74 8 4.07 0.71 
8 18 11 4.14 0.56 11 4.14 0.61 11 4.17 0.63 11 3.91 0.64 11 3.86 0.79 
9 21 12 3.98 0.72 12 4.08 0.87 12 3.93 0.74 12 3.77 0.83 12 3.80 0.83 
10 25 6 4.47 0.67 5 4.50 0.75 6 4.43 0.53 7 4.18 0.70 6 4.22 0.73 
11 16 3 4.50 0.58 3 4.55 0.56 3 4.52 0.54 2 4.37 0.65 4 4.32 0.70 
12 12 5 4.48 0.54 1 4.56 0.50 1 4.62 0.46 4 4.27 0.69 7 4.15 0.71 
X = 4.37 0.60 4.39 0.62 4.37 0.59 4.15 0.68 4.16 0.72 
Secondary school pre-intervention values N = 10 schools, 296 teachers 
Process values elements Product values elements 
Sch Results-
No. N Enabling Group support Motivation Achievement orientation 
R n SD R % SD R X SD R X SD R X SD 
13 24 1 4.52 0.54 1 4.48 0.67 2 4.43 0.52 2 4.27 0.62 1 4.22 0.76 
14 27 3 4.40 0.61 3 4.42 0.57 1 4.45 0.58 3 4.26 0.64 2 4.17 0.68 
15 27 2 4.43 0.61 2 4.43 0.60 3 4.41 0.63 5 4.19 0.64 6 4,04 0.73 
16 24 6 4.35 0.71 4 4.41 0.70 4 4.36 0.61 7 4.13 0.76 10 3.82 0.94 
17 25 5 4.37 0.63 6 4.34 0.67 6 4.29 0.62 1 4.31 0.61 3 4.16 0.74 
18 23 8 4.18 0.73 8 4.15 0.64 8 4.24 0.70 9 3.91 0.73 7 4.00 0.76 
19 19 10 4.09 0.63 10 4.04 0.57 10 4.11 0.65 8 4.02 0.58 8 3.91 0.79 
20 32 6 4.35 0.66 7 4.25 0.75 7 4.26 0.73 6 4.17 0.77 5 4.05 0.90 
21 19 9 4.12 0.65 9 4.12 0.57 9 4.12 0.61 10 3.82 0.66 9 3.84 0.72 
22 76 4 4.38 0.60 5 4.36 0.67 5 4.35 0.63 4 4.20 0.65 4 4.15 0.78 
X — 4.32 0.64 4.30 0.64 4.30 0.63 4.13 0.67 4.04 0.78 
All X = 4.35 0.62 4.35 0.63 4.34 0.61 4.14 0.68 4.10 0.75 
Difference 0.05 -0.04 0.09 -0.02 0.07 -0.04 0.02 0.01 0.12 -0.06 
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elements. At the elementary level the process values-enabling (4.37), group support 
(4.39), and motivation (4.37)-are stronger than the product values—achievement (4.15) 
and results-orientation (4.16). Each of the values elements are ranked (1-12) in the 
elementary schools to examine patterns or trends which exist in schools' values. Three 
schools (2, 3, and 11) exhibit stronger values on most values elements, while four schools 
(1, 7, 8, and 9) exhibit weaker values on most values elements. 
At the secondary level the process values-enabling (4.32), group support (4.30), 
and motivation (4.30)-are also stronger than the product values-achievement (4.13) and 
results-orientation (4.04). Each of the values elements are ranked (1-10) in the secondary 
schools to examine patterns or trends which exist in schools' values. Two schools (13 
and 14) exhibit stronger values on most values elements, while three schools (18, 19, and 
21) exhibit weaker values on most values elements. 
There is little difference in the within school variance among schools. The 
standard deviations at the elementary level range, from .59 (motivation values) to .72 
(results-orientation values) and at the secondary level from .63 (motivation values) to .78 
(results-orientation values). 
Norms 
Behavioral statements are presented and reported using a dichotomous scale: five 
(approve and encourage), four (approve but do not encourage), three (neutral), two 
(disapprove but do not discourage), and one (disapprove and discourage). 
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Table 6 shows means, standard deviations and rankings for enabling norms, achievement 
norms, group support norms, motivation norms, and results-oriented norms prior to the 
nine months of intervention. It includes norms across the 22 schools, for the 12 
elementary schools, and for the 10 secondary schools. 
Group support norms (3.87), motivation norms (3.96), and results-oriented norms 
(3.85) across schools are somewhat strong, while enabling norms (3.64) and achievement 
norms (3.65) are somewhat weaker. There is little difference between process and product 
norms across schools. Elementary schools exhibit stronger norms in each of the five 
norms elements-enabling (.14), group support (.26), motivation (.26), achievement (.27), 
and results-oriented (.09)-than did secondary schools. 
At the elementary level group support norms (3.99) and motivation norms (4.08) 
are stronger than enabling norms (3.70), when comparing process norms. Enabling norms 
exhibit the weakest norms among the five norms elements. Of the two product norms 
elements, the results-oriented norms element (3.89) is stronger than the achievement 
norms element (3.78). Each of the norms elements in the elementary schools are ranked 
(1-12) to examine patterns or trends which exist in schools' norms. Four schools (2, 10, 
11, and 12) exhibit stronger norms on most norms elements, while three schools (1, 6, and 
9) exhibit weaker norms on most norms elements. 
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Table 6. Pre-intervention survey means and standard deviations for productive 
school culture norms elements: enabling, achievement, group support, 
motivation, and results-oriented. 
Elementary school pre-intervention norms N = 12 schools, 215 teachers 
Process norms elements Product norms elements 
Sch Results-
No. N Enabling Group support Motivation Achievement oriented 
R X SD R X SD R X SD R X SD R X SD 
1 14 12 3.32 0.99 12 3.56 0.95 11 3.65 0.99 6 3.77 0.99 10 3.70 0.98 
2 15 3 3.97 0.89 1 4.43 0.58 2 4.58 0.74 1 4.41 0.69 1 4.27 0.76 
3 27 8 3.61 1.09 8 3.82 1.09 10 3.80 1.10 8 3.73 1.07 6 3.90 1.01 
4 19 5 3.75 0.97 6 3.99 0.93 6 4.02 1.04 9 3.72 1.00 7 3.89 0.94 
5 26 6 3.72 1.01 5 4.18 0.78 5 4.27 0.88 4 3.91 0.92 5 4.00 0.87 
6 6 9 3.60 0.82 10 3.73 0.66 9 3.86 0.66 10 3.40 0.70 11 3.57 1.00 
7 16 7 3.62 1.10 7 3.86 0.97 7 3.99 1.11 7 3.74 0.94 8 3.85 0.95 
8 18 9 3.60 0.93 8 3.82 0.93 8 3.93 0.85 11 3.39 0.98 9 3.73 0.91 
9 21 11 3.33 1.00 11 3.59 1.01 12 3.50 1.01 12 3.34 1.00 12 3.56 1.10 
10 25 2 3.98 0.94 3 4.32 0.68 3 4.43 0.83 5 3.81 1.05 3 4.02 0.90 
11 16 4 3.86 0.98 4 4.22 0.86 4 4.29 0.85 3 3.96 0.94 4 4.01 0.92 
12 12 1 4.08 0.92 2 4.41 0.57 1 4.60 0.68 2 4.16 0.69 2 4.21 0.71 
X 3.70 0.97 3.99 0.83 4.08 0.90 3.78 0.91 3.89 0.92 
Secondary school pre-intervention norms N = 10 schools, 296 teachers 
Process norms elements Product norms elements 
Sch ResulU-
No. N Enabling Groug_support Motivation Achievement oriented 
R X SD R X SD R X SD R X SD R X SD 
13 24 5 3.57 0.88 8 3.63 0.96 8 3.65 0.90 5 3.59 0.84 6 3.77 0.89 
14 27 1 3.66 1.07 1 3.90 0.82 1 4.17 0.92 1 3.73 0.91 1 4.00 0.91 
15 27 5 3.57 0.94 6 3.73 0.84 5 3.87 0.82 2 3.65 0.86 8 3.70 0.66 
16 24 2 3.65 1.05 5 3.77 1.07 6 3.86 1.12 9 3.29 1.15 3 3.86 0.91 
17 25 3 3.62 0.92 3 3.82 0.86 3 3.91 0.89 3 3.63 0.84 9 3.69 0.92 
18 23 10 3.39 0.95 9 3.54 0.86 7 3.77 0.89 7 3.38 0.86 5 3.81 0.92 
19 19 8 3.49 0.92 7 3.70 0.92 9 3.63 0.96 8 3.34 0.81 4 3.83 0.86 
20 32 8 3.49 0.85 10 3.48 0.95 10 3.50 0.79 10 3.25 0.96 10 3.62 1.04 
21 19 7 3.53 0.88 2 3.89 0.83 3 3.91 0.74 4 3.60 0.80 7 3.74 1.07 
22 76 3 3.62 0.94 3 3.82 0.98 2 3.92 0.88 5 3.59 0.93 2 3.93 0.98 
X = 3.56 0.94 3.73 0.91 3.82 0.89 3.51 0.90 3.80 0.92 
All X = 3.64 0.96 3.87 0.87 3.96 0.89 3.65 0.91 3.85 0.92 
Difference 0.14 0.03 0.26 -0.08 0.26 0.01 0.27 0.01 0.09 0.00 
53 
At the secondary level group support norms (3.73) and motivation norms (3.82) 
are stronger than enabling norms (3.56) when comparing process norms. For the product 
norms, achievement norms (3.51) exhibits the weakest norms of all norms elements, while 
results-oriented norms (3.80) exhibits somewhat strong norms. Each of the norms 
elements in the secondary schools are ranked (1-10) to examine patterns or trends which 
exist in schools' norms. Two schools (14 and 22) exhibit stronger norms on most norms 
elements, while one school (20) exhibits weaker norms on most norms elements. 
There is some difference in the within school variance among schools. The 
standard deviations at the elementary level range from .83 (group support norms) to .97 
(enabling norms) and at the secondary level from .89 (motivation norms) to .94 (enabling 
norms). 
Gaps between pre-values and pre-norms 
Table 7 shows the gaps between pre-values and pre-norms for elementary schools, 
secondary schools, and across all schools for each of the five elements. Gaps across 
schools have a mean gap across elements of .46, with enabling (.71) displaying the largest 
gap and results-oriented (.25) displaying the smallest gap. In elementary schools the mean 
gap across elements is .40, with enabling (.67) displaying the largest gap and motivation 
(.29) and results-oriented (.27) displaying considerably smaller gaps. In secondary schools 
the mean gap across elements is .53, with enabling (.76) displaying the largest gap, while 
results-oriented (.25) displays the smallest gap among the five elements. 
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Table 7. Gaps between pre-values and pre-norms for elementary schools, secondary 
schools, and across all schools. 
Enabling 
Group 
support Motivation Achievement 
Results-
oriented Mean 
Elementary 
Pre values 
Pre norms 
Gap 
4.37 
3.70 
0.67 
4.39 
3.99 
0.40 
4.37 
4.08 
0.29 
4.15 
3.78 
0.37 
4.16 
3.89 
0.27 
4.29 
3.89 
0.40 
Secondary 
Pre values 
Pre norms 
Gap 
4.32 
3.56 
0.76 
4.30 
3.73 
0.57 
4.30 
3.82 
0.48 
4.13 
3.51 
0.62 
4.04 
3.80 
0.24 
4.22 
3.68 
0.53 
Across schools 
Pre values 
Pre norms 
Gap 
4.35 
3.64 
0.71 
4.35 
3.87 
0.48 
4.34 
3.96 
0.38 
4.14 
3.65 
0.49 
4.10 
3.85 
0.25 
4.26 
3.79 
0.46 
Post-intervention Survey Results 
Introduction 
Following the nine months of intervention, 507 teachers in 22 schools completed a 
survey identical to the pre-intervention survey to determine the extent to which productive 
school cultures exist within their schools. 
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Values 
Table 8 shows means, standard deviations, and rankings for post-intervention 
enabling values, group support values, motivation values, achievement values, and 
results-orientation values following the nine months of intervention. It includes values 
across the 22 schools, for the 12 elementary schools, and for the 10 secondary schools, 
following the nine months of intervention. It includes values across the 22 schools, for 
the 12 elementary schools, and for the 10 secondary schools. 
Values across schools are relatively strong, with means above 4.10 for all five 
values elements. The process values-enabling (4.35), group support (4.37), and 
motivation (4.37)~are stronger than the product values-achievement (4.21) and 
results-orientation (4.14). There is little difference between elementary and secondary 
levels in any values elements except result-orientation values where elementary schools 
exhibit values .15 stronger than secondary schools. At the elementary level enabling 
values (4.37), group support values (4.24), motivation values (4.38), achievement values 
(4.38), and results-orientation values (4.21) are all strong (above 4.20). Each of the 
values elements in the elementary schools are ranked (1-12) to examine patterns or trends 
which exist in schools' values. Three schools (6, 10, and 11) exhibit stronger values on 
most values elements, while three schools (5, 8, and 9) exhibit weaker values on most 
values elements. 
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Table 8. Post-intervention survey means and standard deviations for school culture 
values elements: enabling, achievement, group support, motivation, and 
results-oriented education. 
Elementary school post-intervention values N = 12 schools, 215 teachers 
Process norms elements Product norms elements 
Sch Results-
No. N Enabling Group support Motivation Achievement orientation 
R X SD R X SD R X SD R X SD R X SD 
1 14 4 4.52 0.67 9 4.30 0.84 8 4.33 0.71 10 4.08 0.94 7 4.17 0.55 
2 15 5 4.43 0.62 Ix 4.49 0.55 4 4.48 0.50 2 4.41 0.57 4 4.33 0.74 
3 27 9 4.25 0.64 10 4.23 0.53 7 4.35 0.65 7 4.17 0.60 6 4.20 0.64 
4 19 7 4.36 0.56 6 4.40 0.58 6 4.38 0.54 6 4.28 0.60 7 4.17 0.60 
5 26 8 4.27 0.55 8 4.36 0.51 10 4.32 0.54 9 4.10 0.58 11 3.99 0.64 
6 6 1 4.69 0.58 1 4.66 0.51 1 4.73 0.55 5 4.34 0.70 1 4,51 0.53 
7 16 10 4.18 0.67 2 4.50 0.62 8 4.33 0.63 8 4.15 0.61 9 4.08 0.37 
8 18 11 4.15 0.79 11 4.19 0.84 12 4.03 0.83 11 4.06 0.67 12 3.95 0.68 
9 21 12 4.08 0.72 12 4.13 0.69 11 4.08 0.69 12 3.97 0.83 10 4.02 0.70 
10 25 3 4.55 0.60 5 4.43 0.59 3 4.50 0.60 2 4.41 0.56 2 4.37 0.64 
11 16 2 4.61 0.50 3 4.49 0.47 2 4.60 0.60 1 4.47 0.58 5 4.32 0.63 
12 12 6 4.37 0.64 6 4.40 0.68 4 4.48 0.57 4 4.40 0.64 3 4.36 0.57 
X = 4.37 0.63 4.24 0.66 4.38 0.62 4.38 0.62 4.21 0.61 
Secondary school post-intervention values N = 10 schools, 296 teachers 
Sch Results-
No. N Enabling Group support Motivation Achievement orientation 
R X SD R X SD R % SD R X SD R X SD 
13 24 6 4.28 0.54 8 4.28 0,60 8 4,21 0,58 7 4.15 0.61 3 4,08 0,71 
14 27 1 4.52 0.67 1 4.71 0,59 1 4,67 0,58 1 4,41 0.75 1 4,15 0,66 
15 27 2 4.47 0.60 2 4.45 0,57 2 4,40 0.64 5 4.16 0,65 9 4.01 1.54 
16 24 5 4.36 0.67 4 4,37 0,62 3 4.39 0,65 2 4,24 0,69 10 3,95 0.74 
17 25 9 4.20 0.68 10 4.18 0,57 5 4.35 0,66 3 4,23 0,67 3 4,08 0,62 
18 23 8 4.23 0.65 6 4.30 0.59 7 4,34 0.64 10 4.05 0.71 5 4.06 0,79 
19 19 3 4.37 0.61 3 4.40 0.60 5 4,35 0.60 8 4,12 0,67 7 4,03 0,67 
20 32 3 4.37 0.67 4 4.37 0,69 4 4.36 0.67 5 4,16 0,74 2 4,10 0,69 
21 19 10 4.19 0.55 9 4,21 0.59 10 4,17 0.58 9 4.06 0.54 8 4,02 0,74 
22 76 7 4.24 0.72 6 4,30 0.71 9 4.19 0.74 4 4.21 0.72 6 4,04 0.76 
X _ 4.32 0.64 4.36 0.61 4,34 0.63 4.18 0,68 4.05 0,79 
All X = 4.35 0.63 4,37 0,62 4.37 0.62 4,21 0.67 4,14 0.69 
Difference 0,05 -0.01 0,02 0,00 0.04-0.02 0,06-0,02 0.15 -0.19 
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At the secondary level enabling values (4.32), group support values (4.36), and 
motivation values (4.34) are stronger than achievement values (4.18) and 
results-orientation values (4.05). Each of the values elements in the secondary schools are 
ranked (1-10) to examine patterns or trends which exist in schools' values. Two schools 
(14 and 20) exhibit stronger values on most values elements, while one school (21) 
exhibits weaker values on most values elements. 
There is little difference in the within school variance among schools. The 
standard deviations at the elementary level range from .61 (results-orientation values) to 
.66 (group support values) and at the secondary level from .61 (group effort values) to .79 
(results-orientation values). 
Norms 
Table 9 shows means, standard deviations, and rankings for enabling norms, 
achievement norms, group support norms, motivation norms, and results-oriented norms 
following the nine months of interventions. It includes norms across the 22 schools, for 
the 12 elementary schools, and for the 10 secondary schools. 
Norms across schools are somewhat positive, averaging above 3.65 for all norms 
elements. Group support norms (3.95) and motivation norms (3.91) are stronger than 
enabling norms (3.67) when comparing process norms. For the product norms, 
results-oriented norms (3.96) are stronger than achievement norms (3.73). Between 
elementary and secondary schools, the elementary schools exhibit stronger norms in 
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results-oriented norms (.04), group support norms (.05), enabling norms (.08), motivation 
norms (.15), and achievement norms (.23). 
At the elementary level group support norms (3.83) and motivation norms (3.97) 
are stronger than enabling norms (3.71), which exhibit the weakest norms among the five 
norms elements. The product norms, achievement (3.98) and results-oriented (3.98), are 
both quite strong. Each of the norms elements in the elementary schools are ranked 
(1-12) to examine patterns or trends which exist in schools' norms. Three schools (2, 11, 
and 12) exhibit stronger norms on most norms elements, while two schools (1, and 9) 
exhibit weaker norms on most norms elements. 
At the secondary level group support norms (3.92) and motivation norms (3.83) 
are stronger than enabling norms (3.63) when comparing process norms. For the product 
norms, achievement (3.60) exhibits the weakest norms of all norms elements, while 
results-oriented (3.94) exhibits the strongest norms among the five norms elements. Each 
of the norms elements in the elementary schools are ranked (1-10) to examine patterns or 
trends which exist in schools' norms. Two schools (14 and 15) are the only schools 
whose norms exhibit stronger norms on most norms elements, while two schools (19 and 
20) exhibit weaker norms on most norms elements. 
There is some difference in the within school variance among schools. The 
standard deviations at the elementary level range from .91 (motivation norms) to .97 
(enabling norms) and at the secondary level from .85 (motivation norms) to .97 (enabling 
norms). 
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Table 9. Post-intervention survey means and standard deviations for productive 
school culture norms elements: enabling, achievement, group support, 
motivation, and results-oriented. 
Elementary school post-intervention norms N = 12 schools, 215 teachers 
Process norms elements Product norms elements 
Scb Results-
No. N Enabling Group support Motivation Achievement orientation 
R X SD R X SD R X SD R X SD R X SD 
1 14 12 3.30 0.88 11 3.64 0.99 12 3.55 0.96 8 3.75 0.81 12 3.61 0.80 
2 15 4 3.82 0.95 1 4.40 0.93 4 4.11 0.70 2 4.07 0.82 7 4.00 1.07 
3 27 9 3.59 1.14 7 3.81 1.05 9 3.74 0.99 9 3.61 0.99 9 3.94 1.05 
4 19 10 3.58 0.95 6 4.08 0.79 7 4.02 0.79 7 3.88 0.78 10 3.85 0.94 
5 26 7 3.66 1.13 5 4.14 0.79 5 4.08 1.18 5 3.98 1.17 5 4.03 0.96 
6 6 6 3.67 0.96 9 3.78 0.85 8 3.82 1.05 10 3.59 0.75 8 3.96 1.02 
7 16 5 3.78 0.97 3 4.28 0.76 3 4.24 0.86 4 4.01 0.99 4 4.05 0.64 
8 18 8 3.62 0,91 12 3.54 0.81 10 3.73 1.11 12 3.37 0.88 3 4.08 0.77 
9 21 11 3.42 1.10 10 3.74 0.91 11 3.71 1.02 11 3.57 0.92 11 3.79 0.86 
10 25 2 4.02 0.90 8 3.80 0.83 2 4.30 0.75 3 4.06 0.80 5 4.03 1.05 
11 16 3 3.83 0.95 2 4.33 1.59 6 4.07 1.01 6 3.94 1.34 2 4.16 0.87 
12 12 1 4.18 0.83 4 4.15 0.68 I 4.45 0.80 1 4.17 0.92 1 4.25 0.65 
X = 3.71 0.97 3.83 0.93 3.97 0.91 3.98 0.93 3.98 0.89 
Secondary school post-intervention norms N. = 10 schools, 296 teachers 
Process norms elements Product norms elements 
Scb Results-
No. N Enabling Group support Motivation Acbievement orientation 
R X SD R X SD R X SD R X SD R X SD 
13 24 6 3.58 1.17 8 3.79 1.06 7 3.81 0.86 6 3.60 1.03 8 3.84 0.90 
14 27 1 3.91 1.12 2 4.05 0.81 2 4.07 0.68 1 3.97 0.84 2 4.09 1.00 
15 27 6 3.58 0.88 1 4.30 0.84 1 4.11 0.90 3 3.67 0.96 1 4.11 0.68 
16 24 4 3.72 0.95 6 3.96 0.86 3 3.91 0.98 5 3.61 0.92 5 3.97 0.89 
17 25 2 3.80 0.89 5 3.98 0.90 4 3.89 0.74 4 3.64 0.92 4 3.99 0.83 
18 23 9 3.49 0.98 7 3.91 0.91 8 3.71 0.81 7 3.56 0.85 6 3.93 0.98 
19 19 10 3.28 0.99 10 3.55 0.74 10 3.43 0.88 9 3.34 0.91 10 3.72 0.96 
20 32 8 3.52 0.95 9 3.68 0.95 9 3.63 0.99 10 3.41 0.94 9 3.83 0.98 
21 19 3 3.75 0.82 3 4.02 0.70 5 3.86 0.73 2 3.68 0.84 7 3.88 1.02 
22 76 5 3.70 0.92 4 4.01 0.98 6 3.83 0.98 8 3.51 1.03 3 4.01 0.94 
X - 3.63 0.97 3.92 0.87 3.83 0.85 3.60 0.92 3.94 0.92 
All X = 3.67 0.97 3.95 0.90 3.91 0.90 3.73 0.93 3.96 0.91 
ifference 0.08 0.00 0.05 0.04 0.15 0.08 0.23 0.01 0.04 -0.03 
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Gaps between post-values and post-norms 
Table 10 shows the gaps between post-values and post-norms for elementary 
schools, secondary schools, and across all schools for each of the five elements. Across 
schools the mean gap across elements was .44, with enabling (.68) displaying the largest 
gap and results-oriented (.18) displaying the smallest gap. 
Table 10. Gaps between post-values and post-norms for elementary schools, secondary 
schools, and across all schools. 
Enabling 
Group 
effort Motivation Achievement 
Results-
oriented Means 
Elementary 
Post values 4.37 4.24 4.38 4.38 4.21 4.32 
Post norms 3.71 3.83 3.97 3.98 3.98 3.89 
Gap 0.66 0.41 0.41 0.40 0.23 0.42 
Secondary 
Post values 4.32 4.36 4.34 4.18 4.05 4.25 
Post norms 3.63 3.92 3.83- 3.60 3.94 3.78 
Gap 0.69 0.44 0.51 0.58 0.11 0.47 
Across schools 
Post values 4.35 4.37 4.37 4.21 4.14 4.29 
Post norms 3.67 3.95 3.91 3.73 3.96 3.84 
Gap 0.68 0.42 0.46 0.48 0.18 0.44 
In elementary schools the mean gap across elements is .42, with enabling (.66) 
displaying the largest gap and results-oriented (.23) displaying a considerably smaller gap. 
In secondary schools the mean gap across elements is .47, with enabling (.69) displaying 
the largest gap and results-oriented (.11) displaying the smallest gap. 
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Pre-post Intervention Values Comparison 
Dependent t-tests were conducted to determine the extent to which nine months of 
intervention affects values (enabling, group support, motivation, achievement, and 
results-orientation) within the elementary and secondary schools that participated in this 
study. The hypotheses tested are described below. Each hypothesis is followed by an 
explanation of the results of the statistical testing. 
Hypothesis 1 Ho: There is no significant difference between pre-intervention 
and post-intervention enabling values, group support values, 
motivation values, achievement values, and results-orientation 
values for all schools. 
This hypothesis is designed to determine if enabling values, group support values, 
motivation values, achievement values, and results-orientation values strengthened across 
all schools following nine months of intervention. The hypothesis is tested using a 
dependent t-test Table 11 presents the differences in means for the five culture values 
elements on pre- and post-intervention surveys. The null hypothesis for enabling values, 
group support values, motivation values, and results-orientation values is not rejected. 
There is no change in enabling values, group support values, motivation values, and 
results-orientation values following nine months of intervention. Achievement values 
increased (4.13 to 4.22) and is significant (t = 1.83, p<.05). The null hypothesis for 
achievement values is rejected; achievement values are stronger following nine months of 
intervention. 
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Table 11. Changes in values between pre- and post-intervention for all schools in enabling 
values, achievement values, group support values, motivation values, and 
results-orientation values. 
Construct 
and level 
Pretest 
mean 
Posttest 
mean 
Difference SD DF t 
value 
Enabling 4.35 4.35 0.00 0.14 21 -0.05 
Group support 4.35 4.37 0.02 0.16 21 0.57 
Motivation 4.34 4.37 0.03 0.17 21 0.73 
Achievement 4.13 4.22 0.09 0.14 21 1.83 * 
Results-orientation 4.08 4.14 0.06 0.12 21 1.38 
* = significant at .05 
Hypothesis 2 Ho: There is no significant difference between pre-intervention 
and post-intervention enabling values, group support values, 
motivation values, achievement values, and results-orientation 
values for elementary schools. 
This hypothesis is designed to determine if enabling values, group support values, 
motivation values, achievement values, and results-orientation values strengthened across 
elementary schools following nine months of intervention. The hypothesis is tested using 
a dependent t-tesL Table 12 presents the differences in means for the five culture values 
elements on pre- and post-intervention surveys. The null hypothesis is not rejected for all 
values elements. There is no change in enabling values, group support values, motivation 
values, achievement values, and results-orientation values following nine months of 
intervention. 
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Table 12. Changes in values between pre- and post-intervention for elementary schools in 
enabling values, achievement values, group support values, motivation values, 
and results-orientation values. 
Construct 
and level 
Pretest 
mean 
Posttest 
mean 
Difference SD DF t 
value 
Enabling 4.37 4.37 0.00 0.15 11 -0.07 
Group support 4.39 4.38 (0.01) 0.14 11 -0.24 
Motivation 4.37 4.38 0.01 0.17 11 0.21 
Achievement 4.15 4.24 0.09 0.13 11 1.38 
Results-orientation 4.16 4.21 0.05 0.14 11 0.88 
Hypothesis 3 Ho: There is no significant difference between pre-intervention 
and post-intervention enabling values, group effort values, 
motivation values, achievement values, and results-orientation 
values for secondary schools. 
This hypothesis is designed to determine if enabling values, group support values, 
motivation values, achievement values, and results-orientation values strengthened across 
secondary schools following nine months of intervention. The hypothesis is tested using a 
dependent t-test. Table 13 presents the differences in means for the five culture values 
elements on pre- and post-intervention surveys. The null hypothesis for enabling values, 
group support values, motivation values, and results-orientation values is not rejected. 
There is no change in enabling values, group support values, motivation values, and 
results-orientation values following nine months of intervention. Achievement values 
increased (4.13 to 4.21) and is significant (t = 1.91, p<,05). The null hypothesis for 
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Table 13. Changes in values between pre- and post-intervention for secondary schools 
in enabling values, achievement values, group support values, motivation 
values, and results-orientation values. 
Construct 
and level 
Pretest 
mean 
Posttest 
mean 
Difference SD DF t 
value 
Enabling 4.32 4.35 0.03 0.15 9 0.67 
Group support 4.30 4.37 0.07 0.18 9 1.54 
Motivation 4.30 4.37 0.07 0.14 9 1.58 
Achievement 4.13 4.21 0.08 0.12 9 1.91 
Results-orientation 4.10 4.17 0.07 0.13 9 1.54 
* = significant at .05 
achievement values is rejected; achievement values are stronger following nine months of 
intervention. 
Pre-post Intervention Norms Comparison 
Dependent t-tests were conducted to determine the extent to which nine months of 
intervention affects norms (enabling, group support, motivation, achievement, and 
results-oriented) within the elementary and secondary schools that participated in this 
study. The hypotheses tested are described below. Each hypothesis is followed by an 
explanation of the results of the statistical testing. 
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Hypothesis 4 Ho: There is no significant difference between pre-intervention and 
post-intervention enabling norms, group support norms, 
motivation norms, achievement norms, and results-oriented 
norms for all schools. 
This hypothesis is designed to determine if enabling norms, group support norms, 
motivation norms, achievement norms, and results-oriented norms strengthened across all 
schools following nine months of intervention. The hypothesis is tested using a dependent 
t-test. Table 14 presents the differences in means for the five culture norms elements on 
pre- and post-intervention surveys. The null hypothesis for enabling norms, group support 
norms, motivation norms, and achievement norms is not rejected. There is no change in 
enabling norms, group support norms, motivation norms, and achievement norms 
following nine months of intervention. Results-oriented norms increased (3.85 to 3.96) 
and is significant (t = 2.40, p<.05). The null hypothesis for results-oriented norms is 
rejected; results-oriented norms are stronger following nine months of intervention. 
Hypothesis 5 Ho: There is no significant difference between pre-intervention and 
post-intervention enabling norms, group support norms, 
motivation norms, achievement norms, and results-oriented 
norms for elementary schools. 
This hypothesis is designed to determine if enabling norms, group support norms, 
motivation norms, achievement norms, and results-oriented norms strengthened across 
elementary schools following nine months of intervention. The hypothesis is tested using 
a dependent t-tesL Table 15 presents the differences in means for the five culture norms 
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Table 14. Changes in norms between pre- and post-intervention for all schools in 
enabling norms, achievement norms, group support norms, motivation 
norms, and results-oriented norms. 
Group Pretest 
mean 
Posttest 
mean 
Difference SD DF t 
value 
Enabling 3.64 3.67 0.03 0.13 21 0.83 
Achievement 3.65 3.73 0.08 0.24 21 0.76 
Group support 3.87 3.95 0.08 0.20 21 1.85 
Motivation 3.96 3.91 -0.05 0.26 21 -1.02 
Results-oriented 3.85 3.96 0.11 0.17 21 2.40 * 
* = significant at .05 
Table 15. Changes in norms between pre- and post-intervention for elementary 
schools in enabling norms, achievement norms, group support norms, 
motivation norms, and results-oriented norms. 
Group Pretest 
mean 
Posttest 
mean 
Difference SD DF t 
value 
Enabling 3.70 3.71 0.01 0.10 11 .23 
Achievement 3.78 3.83 0.05 0.27 11 0.91 
Group support 3.99 3.97 -0.02 0.18 11 -0.41 
Motivation 4.08 3.98 -0.10 0.27 11 -1.76 
Results-oriented 3.89 3.98 0.09 0.18 11 1.62 
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elements on pre- and post-intervention surveys. The null hypothesis is not rejected for any 
norms element, there is no change in enabling norms, group support norms, motivation 
norms, achievement norms, and results-oriented norms following nine months of 
intervention. 
Hypothesis 6 Ho: There is no significant difference between pre-intervention 
and post-intervention enabling norms, group effort norms, 
motivation norms, achievement norms, and results-oriented 
norms for secondary schools. 
This hypothesis is designed to determine if enabling norms, group support norms, 
motivation norms, achievement norms, and results-oriented norms strengthened across 
secondary schools following nine months of intervention. The hypothesis is tested using a 
dependent t-tesL Table 16 presents the differences in means for the five culture norms 
elements on pre- and post-intervention surveys. The null hypothesis is not rejected for 
motivation norms. There is no change in motivation norms following nine months of 
intervention. Enabling norms for secondary schools increased (3.56 to 3.63) and is 
significant (t = 2.05, p<.05). Achievement norms for secondary schools increased (3.51 to 
3.60) and is significant (t = 2.57, p<.05). Group support norms for secondary schools 
increased (3.73 to 3.92) and is significant (t = 3.90, p<.01). Results-oriented norms for 
secondary schools increased (3.80 to 3.94) and is significant (t = 3.16, p<.01). The null 
hypothesis is rejected; enabling norms, group support norms, achievement norms, and 
results-oriented norms are stronger following nine months of intervention. 
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Table 16. Changes in norms between pre- and post-intervention for secondary schools in 
enabling norms, achievement norms, group support norms, motivation norms, 
and results-oriented norms. 
Group Pretest 
mean 
Posttest 
mean 
Difference SD DF t 
value 
Enabling 3.56 3.63 0.07 0.14 9 2.05 
Achievement 3.51 3.60 0.09 0.17 9 2.57 
Group support 3.73 3.92 0.19 0.18 9 3.90 
Motivation 3.82 3.83 0.01 0.13 9 .35 
Results-oriented 3.80 3.94 0.14 0.15 9 3.16 
* = significant at .05 ** = significant at .01 
Approaches Which Supported Positive Change 
One of the purposes of this study is to examine the specific approaches that 
support positive changes in schools' cultures. Changes between pre- and post-intervention 
were examined for each school to determine which schools experienced the greatest and 
least change following the nine month intervention. Means for norms changes in each of 
the five norms elements are used to rank schools from 1-22 with the school exhibiting the 
greatest norms change following nine months of intervention ranked number 1 and the 
school exhibiting the least norms change following nine months of intervention ranked 
number 22. The six schools that exhibited the greatest norms changes are improving 
schools. The six schools that exhibited the least norms changes are stuck schools. 
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Examination of improving schools 
Table 17 shows the pre- and post-intervention values and norms for improving 
schools for each of the five cultural elements along with means across the six improving 
schools. Four of the six improving schools are secondary schools. Prior to intervention 
most improving schools exhibited relatively strong values in each of the five values 
elements, ranging from 3.91 (School 9) to 4.30 (School 15). The process values elements-
-enabling (4.28), group support (4.27), and motivation (4.25)-were stronger than the 
product elements—achievement (4.02) and results-orientation (3.96). After intervention 
four of the five values elements were stronger across improving schools, with a mean 
change in the five values elements of .07 and a range of .00 (enabling values) to .10 
(achievement values). 
Prior to intervention most improving schools exhibited norms weaker than stuck 
schools, ranging from 3.81 (School 7) to 3.46 (School 9). Norms elements ranged from 
3.44 (achievement norms) to 3.75 (motivation norms). After intervention norms were 
stronger in all improving schools, ranging from 4.07 (School 7) to 3.61 (School 20). 
Process norms changed an average of .18 while product norms changed an average of .21 
with a mean change in norms across improving schools of .19. Group support (.32) 
strengthened most between pre-and post-intervention. 
Examination of stuck schools 
Five of the six stuck schools are elementary schools. Prior to intervention most 
stuck schools exhibited relatively strong values, ranging from 4.03 (School 19) to 4.50 
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Table 17. Improving schools pre and post values and norms by element, with change, with 
approaches used. 
Group Results Mean of 5 
Enabling support Motivation Achievement orientation elements 
1 7, elementary, N = 17, rank = 1 
Pre values 4.37 4.30 4.30 3.95 4.07 4.20 
Post values 4.18 4.50 4.33 4.15 4.08 4.23 
Change values -0.19 0.20 0.03 0.20 0.01 0.05 
Pre norms 3.62 3.86 3.99 3.74 3.85 3.81 
Post norms 3.78 4.28 4.24 4.01 4.05 4.07 
Change norms 0.16 0.42 0.25 0.27 0.20 0.26 
Approachcj 
Principd leadership 
District-wide focus 
Keeper of the vision 
School 15, secondary, N = 27, rank = 2 
Pre valuer 4.43 4.43 4.41 4,19 4.04 4.30 
Post values 4.47 4.45 4.40 4.16 4.01 4.30 
Change values 0.04 0,02 -0.01 -0.03 -0.03 0.00 
Pre norms 3.57 3.73 3.87 3.65 3.70 3.70 
Post norms 3.58 4.30 4.11 3.67 4.11 3.95 
Change norms 0.01 0.57 0.24 0.02 0.41 0.25 
Knowledge of research 
Principal leadership 
Systematic student management 
School 9, elementary, N = 21, rank = 3 
Pre values 3.98 4.08 3.93 3.77 3.80 3.91 
Post values 4.08 4.13 4.08 3.97 4.02 4.06 
Change values 0.10 0.05 0.15 0.20 0.22 0.14 
Pre norms 3.33 3.59 3.50 3.34 3.56 3.46 
Post norms 3.42 3.74 3.71 3.57 3.79 3.65 
Change nonra 0.09 0.13 0.21 0.23 0.23 0.18 
Principal leadership 
Keeper of vision 
Systematic student management 
School 16, secondary, N = 24, rank = 4 
Pre values 4.35 4.41 4.36 4.13 3.82 4.21 
Post values 4.36 4.37 4.39 4.24 3.95 4.26 
Change values 0.01 -0.04 0.03 O i l  0.13 0.05 
Pre norms 3.65 3.77 3.86 3.29 3.86 3.69 
Post norms 3.72 3.96 3.91 3.61 3.97 3.83 
Change norms 0.07 0.19 0.05 0.32 0.11 0.15 
Knowledge of research 
Principal leadership 
Keeper of vision 
Systematic student management 
School 20, secondary, N = 32, rank = 5 
Pre values 4.35 4.25 4.26 4.17 4.05 4.22 
Post values 4.37 4,37 4.36 4.16 4.10 4.27 
Change values 0.02 0.12 0.10 -0.01 0.05 0.06 
Pre norms 3.49 3.48 3.50 3.25 3.62 3.47 
Post norms 3.52 3.68 3.63 3.41 3.83 3.61 
Change norms 0.03 0.20 0.13 0.16 0.21 0.15 
No formal approach 
School 18, secondary, N = 23, rank = 6 
Pre values 4.18 4.15 4.24 3.91 4.00 4.10 Knowledge of research 
Post values 4.23 4.30 4.34 4.06 4.06 4.20 Principal leadership 
Change values 0.05 0.15 0.10 0.15 0.06 0.10 District-wide development 
Pre norms 3.39 3.54 3.77 3.38 3.81 3.58 Keeper of vision 
Post norms 3.49 3.91 3.71 3.56 3.93 3.72 Systematic student management 
Change norms 0.10 0.37 -0.06 0.18 0.12 0.14 
Mean 
Pre values 4.28 4.27 4.25 4.02 3.96 4.16 
Post values 4.28 4.35 4,32 4.12 4.04 4.22 
Change values 0.00 0.08 0.07 0.10 0.07 0.07 
Pre norms 3.51 3.66 3.75 3.44 3.73 3.62 
Post norms 3.59 3.98 3.88 3.64 3.95 3.81 
Change norms 0.08 0.32 0.14 0.20 0.21 0.19 
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(School 2). The process values elements-enabling (4.40), group support (4.42), and 
motivation (4.44)-were all stronger than the product values elements- achievement (4.21) 
and results-orientation (4.18). After intervention values were stronger in three stuck 
schools (2, 3, and 12) and weaker in three schools (5, 10, and 19), with a mean change in 
values across stuck schools of .00. Changes in values elements for stuck schools ranged 
from -.03 (group support values and motivation values) to .05 (achievement values), with 
all process values elements weakening. 
Prior to intervention most improving schools exhibited relatively strong norms, 
ranging from 3.60 (School 19) to 4.33 (School 2). All norms elements were relatively 
strong, ranging from 3.81 (enabling norms) to 4.22 (motivation norms). After intervention 
norms were weaker in all stuck schools, ranging from 3.46 (School 19) to 4.24 (School 
12). Process elements weakened by an average of -.14 while product elements weakened 
by an average of -.03 with a mean change in norms across stuck schools of -.10. 
Motivation (-.20) and group support (-.17) weakened most between pre- and 
post-intervention. Table 18 shows a comparison of pre-intervention values and norms to 
post-intervention values and norms for stuck schools for each of the five cultural 
elements. 
Comparison of improving schools to stuck schools 
Table 19 shows a comparison of improving schools to stuck schools including pre 
and post values and norms changes for each of the five elements. Prior to intervention 
stuck schools exhibited somewhat stronger values than did improving schools with the 
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Table 18. Stuck schools pre and post values and norms by element, with change, with 
approaches used. 
Group Results Mean of 5 
Enabling support Motivation Achievement orientation elements Approaches 
School 2, elementary, N = 14, rank = 22 
Pre values 4.52 4.56 4.62 4.37 4.43 4.50 No formal approach 
Post values 4.43 4.49 4.48 4.41 4.33 4.43 
Change values -0.09 -0.07 -0.14 0.04 -0.10 -0.07 
Pre norms 3.97 4.43 4.58 4.41 4.27 4.33 
Post norms 3.82 4.40 4.11 4.07 4.00 4.08 
Change norms -0.15 -0.03 -0.47 •0.34 -0.27 -0.25 
School 19, secondary, N = : 19, rank = = 21 
Pre values 4.09 4.04 4.11 
Post values 4.37 4.40 4.35 
Change values 0.28 0.36 0.24 
Pre norms 3.49 3.70 3.63 
Post norms 3.28 3.55 3.43 
Change norms -0.21 -0.15 -0.20 
School 10, elementary, N = 25,rank = 20 
Pre values 4.47 4.50 4.43 
Post values 4.55 4.43 4.50 
Change values 0.08 -0.07 0.07 
Pre norms 3.98 4.32 4.43 
Post norms 4.02 3.80 4.30 
Change norms 0.04 -0.52 -0.13 
School 12, elementary, N = 12, rank = 19 
Pre values 4.48 4.56 4.62 
Post values 4.37 4.40 4.48 
Change values -0.11 -0.16 -0.14 
Pre norms 4.08 4.41 4.60 
Post norms 4.18 4.15 4.45 
Change norms 0.10 -0.26 -0.15 
4.02 
4.12 
0.10 
3.34 
3.34 
0.00 
4.18 
4.41 
0.23 
3.81 
4.06 
0.25 
4.27 
4.40 
0.13 
4.16 
4.17 
0.01 
3.91 
4.03 
0.12 
3.83 
3.72 
-0.11 
4.22 
4.37 
0.15 
4.02 
4.03 
0.01 
4.15 
4.36 
0.21 
4.21 
4.25 
0.04 
4.03 
4.25 
0.22 
3.60 
3.46 
-0.13 
4.36 
4.45 
0.09 
4.11 
4.04 
-0.07 
4.42 
4.40 
-0.01 
4.29 
4.24 
-0.05 
Knowledge of research 
Systematic student management 
District-wide development 
No formal approach 
Principal leadership 
Keeper of the vision 
School 5, elementary, N = 26, rank = 18 
Mean 
Pre values 4.30 4.33 4.34 4,02 4.01 4.20 
Post values 4.27 4.36 4.32 4.10 3.99 4.21 
Change values -0.03 0.03 -0.02 0,08 •0.02 0.01 
Pre norms 3.72 4.18 4.27 3.91 4.00 4.02 
Post norms 3,66 4.14 4.08 3.98 4.03 3.98 
Change norms •0.06 -0.04 -0.19 0,07 0.03 -0.04 
1 3, elementary. N = 27, rank = 17 
Pre values 4,52 4.52 4.52 4,42 4.36 4.47 
Post values 4.25 4.23 4.35 4,17 4.20 4,24 
Change values •0.27 -0.29 -0.17 -0.25 •0.16 -0.23 
Pre norms 3.61 3.82 3.80 3.73 3.90 3.77 
Post norms 3.59 3.81 3.74 3.61 3,94 3.74 
Change norms -0.02 -0.01 -0.06 -0.12 0.04 -0.03 
Pre values 4.40 4.42 4.44 4.21 4.18 4,33 
Post values 4.37 4.38 4.41 4.27 4.21 4,33 
Change values -0.02 -0.03 -0.03 0.05 0.03 0,00 
Pre norms 3.81 4.14 4,22 3.89 4.04 4.02 
Post norms 3.76 3.98 4.02 3,87 4.00 3,92 
Change norms -0.05 -0.17 -0,20 •0.02 •0.04 -0,10 
Principal leadership 
District-wide development 
No formal approach 
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Table 19. Comparison of means and change for pre- and post-values and norms in 
improving schools and stuck schools. 
Means for improving schools 
Enabling 
Group 
support Motivation Achievement 
Results 
orientation 
Mean of 5 
elements 
Pre values 4.28 4.27 4.25 4.02 3.96 4.16 
Post values 4.28 4.35 4.32 4.12 4.04 4.22 
Change values 0.00 0.08 0.07 0.10 0.07 0.07 
Pre norms 3.51 3.66 3.75 3.44 3.73 3.62 
Post norms 3.59 3.98 3.88 3.64 3.95 3.81 
Change norms 0.08 0.32 0.14 0.20 0.21 0.19 
Means for stuck schools 
Enabling 
Group 
support Motivation Achievement 
Results 
orientation 
Mean of 5 
elements 
Pre values 4.40 4.42 4.44 4.21 4.18 4.33 
Post values 4.37 4.38 4.41 4.27 4.21 4.33 
Change values -0.02 -0.03 -0.03 0.05 0.03 0.00 
Pre norms 3.81 4.14 4.22 3.89 4.04 4.02 
Post norms 3.76 3.98 4.02 3.87 4.00 3.92 
Change norms -0.05 -0.17 -0.20 -0.02 -0.04 -0.10 
Difference between improving and stuck schools 
Enabling 
Group 
support Motivation Achievement 
Results 
orientation 
Mean of 5 
elements 
Pre values -0.12 -0.15 -0.19 -0.19 -0.22 -0.17 
Post values -0.09 -0.03 -0.09 -0.15 -0.17 -0.10 
Pre norms -0.30 -0.48 -0.47 -0.45 -0.31 -0.40 
Post norms -0.17 0.00 -0.14 -0.23 -0.05 -0.10 
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mean of the five values elements .17 stronger in stuck schools than in improving schools. 
Values in all values elements were stronger in stuck schools than in improving schools 
with a range of the difference in values elements from .12 (enabling) to .22 
(results-orientation). After intervention stuck schools mean values exhibited relatively no 
change, while improving schools strengthened their values by an average of .07 narrowing 
the gap between stuck and improving schools to . 10. The range of difference in values 
elements was narrower after intervention ranging from .03 (group support values) to .17 
(results-orientation values). 
Prior to intervention stuck schools exhibited considerably stronger norms tiian did 
improving schools, with norms averaging .40 stronger in stuck schools than in improving 
schools. Norms in all norms elements were stronger in stuck schools than in improving 
schools with a range of difference in norms elements from .30 (enabling norms) to .48 
(group support norms). After intervention stuck schools mean norms weakened across all 
schools by an average of -.10 while improving schools strengthened their norms by an 
average of .19 thus narrowing the gap between stuck and improving schools to .10. The 
differences for each norms element between stuck and improving schools narrowed, 
particularly group support, which narrowed from a difference of -.48 to no difference and 
results-oriented, which narrowed from a difference of -.31 to a difference of -.05. 
Examination of approaches 
At the beginning of this study, representatives from each participating school 
received a menu of activities (see Appendix D) along with an explanation of a results-
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oriented culture model and recommendations based on their priorities as to which 
activities might best support positive changes within their buildings (see Appendix E). 
Activities are categorized into five approaches: 1) knowledge of research—the 
development of a building-wide knowledge base concerning the effective research-based 
practices relating to education, 2) principal leadership-the development of principal 
leadership skills including site-based management, instructional leadership, staff 
ownership, formative evaluation, and staff development, 3) district-wide development-the 
development of a formal plan at the district level including a K-12 philosophy, a strategic 
plan, and an organized program for managing change, 4) keeper of the vision-the 
releasing of a teacher for one or two periods per day to organize, manage, and facilitate 
change while holding staff members accountable for accomplishing their responsibilities, 
and 5) systematic student management-the implementation of a formal plan and 
curriculum to set, teach, and hold students accountable for demonstrating positive and 
productive behaviors while in school. 
Table 17 shows the approaches used by improving schools and Table 18 shows the 
approaches used by stuck schools during the intervention. Five of the six improving 
schools used at least three approaches, indicating a wide variety of activities occurring 
simultaneously within their buildings. Five of the six improving schools used principal 
leadership, four of the six established a keeper of the vision to lead and manage the 
change process, four of the six implemented systematic student management within their 
buildings, three of the six developed a knowledge base of research, and two of the six 
used a district-wide development approach to change. Only one of the six improving 
schools used no formal approach. Three of the six stuck schools used no formal approach 
and two used only two approaches. Two of the six stuck schools used principal 
leadership and two of the six employed a district-wide development approach to change. 
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CHAPTER V. SUMMARY, LIMITATIONS, CONCLUSIONS, 
DISCUSSION, AND RECOMMENDATIONS 
This chapter provides a summary of the study, a discussion of the results, 
recommendations for practice and further research, and limitations of the study. 
The cultures of 22 small rural elementary and secondary schools in northeast 
Minnesota were examined to determine the effects of nine months of intervention on the 
cultures of these schools and to identify approaches which influenced positive change in 
their cultures. Prior to the nine months of intervention, 511 teachers in 22 schools 
completed a survey to determine the cultures of their schools. After completing the 
survey, the 22 schools participated in a series of activities designed to improve their 
schools by strengthening values and norms in five school culture elements (enabling, 
group support, motivation, achievement, and results-orientation). The schools were 
provided an opportunity to select the activities in which they would participate. The 
activities represented five approaches to school improvement: 1) developing a knowledge­
base of research on effective practices, 2) developing principal leadership, 3) developing a 
district-wide plan, 4) establishing a keeper of the vision, and 5) implementing a systematic 
student management program. Schools selected approaches and participated in activities 
to implement them. After nine months of intervention teachers in the 22 schools 
completed a survey identical to the survey administered prior to intervention to determine 
the effects of nine months of intervention on their cultures. 
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Summary of Findings 
The detailed findings of this study were presented in the preceding chapter. Below 
is a summary of the results as they relate to the three research questions. 
Research question one To what extent do productive school cultures exist in 22 
small rural elementary and secondary schools in northeast 
Minnesota? 
Pre-intervention values Prior to intervention the enabling values, group support 
values, motivation values, achievement values, and results-orientation values across 
schools were positive, averaging above 4.00 for all values elements. The process values 
elements (enabling, group support, and motivation) were stronger than the product values 
elements (achievement and results-orientation) in both elementary and in secondary 
schools. Little difference was found in the strength of values in elementary schools and 
secondary schools. Relatively little difference was found within schools in faculty 
enabling values, group support values, motivation values, achievement values, and 
results-orientation values. Values appeared to be pervasive; they tended to be uniformly 
higher or lower within schools. 
Pre-intervention norms Prior to intervention the norms across schools were 
somewhat positive, averaging above 3.60 for the five norms elements. Two process 
norms (group support and motivation) were stronger than the product norms (achievement 
and results-oriented) in both elementary and secondary schools, while one process norms 
element (enabling) was weaker than any of the other four norms elements. 
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Results-oriented norms were stronger than achievement norms in both elementary and 
secondary schools. Elementary schools exhibited somewhat stronger norms than 
secondary schools. Relatively little difference was found within schools in the five 
culture norms elements. Norms appeared to be pervasive; they tended to be uniformly 
higher or lower within schools. 
Gaps between values and norms Prior to intervention gaps between values and 
norms (culture gaps) across schools were relatively large. The mean gap across elements 
was .46. The largest gap between values and norms was found in enabling, while the gap 
between results-oriented values and norms was considerably smaller across schools and 
between elementary and secondary schools. The culture gaps for all five elements showed 
little change following intervention across all schools and in elementary schools. At the 
secondary level, the gaps for all five elements were considerably smaller following 
intervention. 
Research question two To what extent will nine months of intervention influence the 
productive school cultures of these 22 schools? 
Changes in values Achievement values were significantly stronger across all 
schools following intervention, primarily due to the significant changes which occurred in 
achievement values in secondary schools. Enabling values, group effort values, 
motivation values, and results-orientation values across all schools did not rise following 
intervention. While no values rose in elementary schools following intervention, 
secondary schools' achievement values were significantly stronger following intervention. 
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Enabling values, group support values, motivation values, and results-orientation values 
did not rise in secondary schools. 
Changes in norms Results-oriented norms were significantly stronger across all 
schools following intervention, primarily due to the significant rise which occurred in 
secondary schools. Enabling, achievement, group support, and motivation norms did not 
rise following intervention. No norms elements rose significantly at the elementary level. 
Enabling, group support, achievement, and results-oriented norms at the secondary level 
were significantly stronger following intervention, while motivation norms did not rise. 
The change in group support norms and results-oriented norms at the secondary level was 
highly significant. 
Research question three What approaches are most influential in enhancing the 
cultures in these 22 schools? 
Improving schools, those schools in which norms rose most significantly following 
intervention, began the intervention with norms -generally weaker than stuck schools, those 
schools in which norms were least positively affected following intervention. The norms 
of improving schools were at about the same level as those of stuck schools following the 
intervention. Each of the five norms elements in improving schools became stronger 
following intervention, with group support showing the most positive change. Five of the 
six improving schools used at least three approaches during the study, while only one of 
the six stuck schools used more than two approaches. Five of the six improving schools 
used principal leadership, four of the six used systematic student management, four of the 
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six established a keeper of the vision, three of the six developed a knowledge-base of 
research, and two of the six developed a district-wide plan to improve their school culture. 
Limitations 
1. All schools that participated in this study were rural schools from the taconite 
range of northeast Minnesota. Geographic boundaries were less than 200 miles across. 
Schools were very similar in many ways. The cultures of these schools may not be 
indicative of the cultures of other schools and the findings may not be generalizable. 
2. This study examined changes in culture after nine months of specific 
intervention. The findings may only be applicable for short-term specific intervention. 
Conclusions 
This study examined the culture and changes in culture of 22 small rural 
elementary and secondary schools in northeast Minnesota. Below are the conclusions of 
this study. With only nine months of intervention and only small rural schools 
participating in the intervention, generalizations beyond this research are questionable. 
1. Values are generally positive in schools. 
2. Values are generally more positive than norms (culture gap). 
3. Elementary values and norms are generally more positive and stronger than 
secondary values and norms. 
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4. Process culture elements (enabling, motivation, and group support) are 
generally stronger than product culture elements (achievement and results-
orientation). 
5. Multiple approaches may be especially beneficial for schools with weak 
cultures. 
6. Schools which have already implemented measures to improve their culture 
may find their culture weakened by further changes. 
7. More than nine months may be required to effectively change the culture of 
schools. 
Discussion 
The study was conducted within a small and unique geographical region in 
northeast Minnesota. Teachers from 22 small rural elementary and secondary schools 
provided data to describe the strength of their schools' cultures prior to and after nine 
months of intervention. Three questions guided this study: 1) To what extent do 
productive school cultures exist in 22 small rural elementary and secondary schools in 
northeast Minnesota? 2) To what extent will nine months of intervention influence the 
productive school cultures of these 22 schools? 3) What approaches are most influential 
in enhancing the cultures in these 22 schools? Below is a discussion of the results: 1) 
results related to values, 2) results related to norms, 3) gaps between espoused values and 
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norms, 4) a comparison of improving schools and stuck schools, and 5) specific 
approaches used by improving schools. 
Values 
It is not surprising that values in each of the five culture elements are positive in 
these schools. Not only are members of organizations inclined to respond in a positive 
manner to questions about their values (Womack et al., 1990), it seems likely that schools 
which are willing to volunteer have teachers who have positive values. It is somewhat 
surprising that the strength of values in elementary and secondary schools were similar. 
The nature of secondary schools generally makes it more difficult for staffs to develop 
strong positive values. This will be discussed later in this section. It is not surprising that 
teachers in elementary and secondary schools value process more highly than they value 
product. Staff development in Minnesota schools focuses primarily on improving process 
skills. This may have influenced teachers to value process values more deeply. Or 
perhaps they have greater belief in their knowledge of what to do than in their ability to 
measure the results. Perhaps they value that with which they are most comfortable. It is 
not surprising that when values are positive in one element in a school they tend to be 
positive in other elements. The literature generally supports the "wholeness of culture". 
Culture is not a disconnected or fragmented set of beliefs or values (Sergiovanni, 1984). 
That is, schools' positiveness or lack thereof is often pervasive. It is also not surprising 
that values rose very little following intervention. Teachers' values in most schools were 
already strong prior to intervention. 
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Norms 
Norms were somewhat strong prior to intervention. However, it was not surprising 
that norms in elementary schools were generally stronger than norms in secondary 
schools. The structure and makeup of elementary schools (small, loosely structured, 
self-contained, and student-centered) may promote a more cohesive, improvement-oriented 
staff than typically is found in larger departmentalized secondary schools where students 
present more problems and teachers deal with them in 50 minute blocks of time. As was 
expected, there was a wide range in the strength of norms across schools, particularly in 
secondary schools. • This may be due to differences in the environments, differences in the 
staff hired by these schools, differences in exposure to effective practices, and differences 
in leadership (Pasmore, 1988). While no significant changes occurred in four of five 
norms elements in elementary schools following intervention, it is encouraging that norms 
in secondary schools (enabling, group support, achievement, and results-oriented) rose 
significantly following intervention. 
Gaps between espoused values and norms 
Values were stronger than norms prior to intervention. The gap between espoused 
values and norms of behavior as reported by Allen and Pilnick (1983), Womack et al. 
(1990) and Taylor (1990), is present in this study. The largest gap is between enabling 
values and norms in both elementary and secondary schools. Apparently there is a large 
discrepancy between what staff indicate they should do to help each other succeed and 
what they do to help each other succeed. The gaps for all culture elements except 
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motivation were reduced following intervention. The greatest reduction was in 
results-orientation where the values did not change and the norms rose. This is 
particularly encouraging; the major purpose of the NE ECSU OBE consortium was to 
develop a results-oriented culture in member schools. 
Improving schools and stuck schools 
As was expected, some schools strengthened their culture and some did not. 
Improving schools had weaker norms when they began this project than did stuck schools. 
However, by the end of the intervention, the norms of improving schools were of 
comparable strength to those of stuck schools. Five of the six improving schools used 
multiple approaches to strengthen their culture. Multiple approaches may require broad-
based staff involvement, often requiring members to spend a great deal of time and energy 
working in several areas simultaneously; thus group support, belonging, collegiality, 
teamwork, internal socialization, mutual support, and trust may be present. This may help 
to explain why the greatest change in the norms of improving schools was in group 
support. 
Stuck schools used few if any formal approaches and tended to participate in fewer 
interventions. It may be that stuck schools had already implemented approaches to 
strengthen their cultures prior to this study. Perhaps asking them to abandon or adapt 
their approaches to implement new approaches may have negatively affected group 
support (collegiality, teamwork, internal socialization, mutual support, and trust) and 
motivation (high standards, respect, pride, and caring). This supports the contention that 
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once an organization has gone through the process of improving its culture, the staff is 
often resistant to adopting yet another new culture (Kilmann, 1989). 
Specific approaches 
Specific approaches may account for differences in improving schools. Those 
approaches most often used by improving schools include principal leadership, systematic 
student management, keeper of the vision, knowledge of the research, and district-wide 
development. 
It is apparent that principal leadership made a difference in nearly all improving 
schools; five of the six improving schools used this approach. This approach is based on 
research that supports the importance of a skillful leader in directing the change process 
(Barker, 1989; Brookover et al., 1982; Deal & Peterson, 1990; Joyce, Wolf, & Calhoun, 
1993; Sergiovanni, 1984). Principal leadership develops both the rationale for productive 
leadership and the skills possessed by productive leaders. Activities include developing 
staff trust and ownership, increasing staff acceptance of responsibility for school success, 
developing staff teamworking skills, establishing a vision to guide the change process, and 
facilitating cultural change both internally and externally. It appears tiiat principal 
leadership may have influenced the norms of all culture elements. Enabling norms may 
have been influenced because principal leadership focused on establishing a common 
purpose for schools, encouraging risk-taking, promoting staff empowerment, and 
developing an orientation that change was innevitable. Group support may have been 
influenced by principal leadership because principals received training in motivating staffs 
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to work together, share information and skills, and support each other. Motivation may 
have been influenced because developing respect, high staff standards, school pride, and 
caring were emphasized during principal workshops. Achievement may have been 
influenced because principal leadership workshops emphasized working with staffs to raise 
their expectations for achievement and behavior, increasing student accountability for 
demonstrating achievement, and placing a higher value on learning time. 
Results-orientation may have been influenced by the principal leadership approach because 
the workshops may have helped principals define a clear purpose for their schools . 
(provide the tools students need for success), may have provided skills they needed to 
work with teachers, and may have helped them believe that schools and principals control 
the conditions of student success. 
Systematic student management was employed by four of the six improving 
schools. The systematic student management approach is based on research which 
supports the importance of a consistent, positive, and productive environment where 
responsibilities for success are predominantly with students so that more school time can 
be spent on learning (Covey, 1989; Classer, 1990; Rosemond, 1989; Sweeney, 1988). 
Moreover, this approach is based on research that indicates teaching students to produce 
quality work may have a positive impact on the productivity of schools and students 
(Barker, 1989; Classer, 1990). The systematic student management approach is designed 
to 1) develop a pervasive environment where school is a positive yet serious place of 
learning, 2) establish clear and consistent expectations and consequences for positive and 
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productive behavior throughout buildings, 3) develop skills and structures necessary to 
teach and hold students accountable for meeting these behavioral expectations in a manner 
which demonstrates self-control, and 4) develop students' ability to routinely produce 
quality work. Systematic student management may have influenced at least three norms 
elements, including group support, achievement, and results-oriented. Group support may 
have been influenced by systematic student management because it may motivate staff to 
work together, share information and skills, and support each other in an effort to become 
more consistent. Achievement may have been influenced because staffs were trained to 
raise their expectations for achievement and behavior, increase student accountability for 
demonstrating achievement, and place a higher value on learning time. Results-orientation 
may have been influenced by systematic student management because it defines a clear 
purpose for the school (provide the tools students need for success), provides skills for 
achieving that purpose, and promotes the philosophy that schools control the conditions of 
student success. Perhaps schools should analyze their student behavior environment to 
determine whether it is sufficiently productive, and if it is not, implement a system-wide 
program where students are taught and held accountable for demonstrating productive 
behavior. 
Keeper of the vision, employed by four of the six improving schools, requires 
freeing a teacher for at least one period a day to organize and manage change within the 
school. It is based on the premise that the success of a school is strongly related to the 
organization, maintenance of effort, and accountability of its members (Joyce et al., 1993). 
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The keeper of the vision rallies members around the established vision, provides training 
and support for members in succeeding with the vision, and assists members in fulfilling 
their responsibilities in the change process. He or she becomes a "figurehead for change". 
Group support may have been influenced by the keeper of the vision. Perhaps the roles of 
the keeper of the vision (bringing groups together, facilitating committee meetings, 
guiding research efforts, preparing agendas, resolving conflicts, and helping staff meet 
deadlines) may strengthen group support and may promote a sense of belonging, 
collegiality, teamwork, internal socialization, mutual support, and staff trust. 
Knowledge of the research was implemented in three of the six improving schools. 
This approach is based on research that supports developing a knowledge of effective 
practices and skills as a powerful first step in changing the behavior of a school (Joyce et 
al., 1993; Kilmann, et al., 1985; Mamary, 1990). Knowledge of the research focuses on 
developing knowledge of effective practices in curriculum, instruction, student 
management, and school management. Activities include awareness of results-oriented 
education, curriculum analysis, writing content-level outcomes, setting and holding 
students accountable for demonstrating productive behavior, teaching students social and 
character skills, teaching students to produce quality work, whole language, cooperative 
learning, active learning, learning styles, effective classroom management techniques, 
performance based assessment, developing results-oriented units, site-based management, 
managing change at the district level, developing effective internal and external 
communications, and generating trust and ownership in the teaching staff. It may be that 
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much of the strengthening of product norms elements (achievement and results-oriented) 
and some of the strengthening of process norms elements (enabling, group support, and 
motivation) can be attributed to knowledge of the research. Perhaps a consistent 
knowledge base of effective practices across school staffs may develop the common 
language, consistent beliefs, clear expectations, and results-oriented skills which may 
strengthen the foundation for change in improving schools. 
District-wide development was used by two of the six improving schools. This 
approach is based on research that supports developing and managing a strategic plan as a 
method for accomplishing powerful long-term change (Barker, 1992; Covey, 1989; Joyce 
et al., 1993; Kilmann, 1989). This approach focuses on determining community wants 
and needs regarding education, establishing a strategic plan for achieving the wants and 
needs of the community, developing structures, practices, and actions which achieve the 
strategic plan, and managing strategic plan achievement in a results-oriented manner. It 
appears that improving schools which used the district-wide development approach may 
have strengthened their group support norms, particularly belonging, teamwork, support, 
and trust. This could be due to the strategic plans developed by districts providing 
schools with a vision and clear goals around which to rally. Perhaps a district-wide 
approach enhances group support in schools. 
It should be noted that it is quite likely that no single approach explains the gains 
made by improving schools. Perhaps the combination of approaches created a synergistic 
effect (the total of many parts is greater than the sum of those parts) within improving 
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schools. Perhaps as Sergiovanni (1984) noted, organizations are highly interactive and 
interdependent, and the positive or negative effects of interactions are not easily 
understood. It may be that having multiple approaches in effect simultaneously—members 
attending workshops, developing skills, conducting research, planning and organizing, 
developing materials, sharing ideas, and implementing effective practices—causes a 
holistic interaction where belonging, teamwork, internal socialization, support, and trust 
are greatly enhanced, thus perhaps strengthening group support and resulting in greater 
accomplishment than the sum total of the accomplishments of individual members. 
Perhaps it is the synergy caused by enhanced group support which accounts for much of 
the strengthening of norms in improving schools. 
Summary 
Values both prior to and after intervention were positive and changed little. 
Process values were more positive than product values. Achievement values changed 
significantly across all schools, primarily due to the significant changes in secondary 
schools. Norms prior to intervention were not nearly as strong as values, particularly at 
the secondary level. Group support, motivation, and result-oriented norms were stronger 
than enabling and achievement norms in both elementary and secondary schools. 
Results-oriented norms changed significantly across all schools, primarily due to the 
significant changes which occurred in secondary schools. Enabling norms, achievement 
norms, and group support norms also changed significantly in secondary schools. 
Considerable gaps between values and norms existed in both elementary and secondary 
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schools prior to intervention, particularly for enabling values. After intervention the gaps 
between espoused values and norms were generally reduced in all elements except 
motivation. Improving schools began the intervention with generally weaker norms than 
did stuck schools. Improving schools ended the intervention with norms similar to stuck 
schools. Improving schools generally used multiple approaches to improving their 
cultures while stuck schools did not. The greatest strengthening in the norms of 
improving schools occurred in group support. Principal leadership appears to have 
influenced all five norms elements. Systematic student management appears to have 
influenced group support, achievement, and results-oriented norms. Keeper of the vision 
appears to have influenced group support norms. Knowledge of the research appears to 
have influenced all five norms elements, particularly the product norms (achievement and 
results-oriented). District-wide development appears to have influenced group support 
norms. The interaction as a result of multiple approaches that appears to have occurred in 
improving schools may have influenced much of the strengthening in norms. 
Recommendations 
Recommendations for practice 
1. Schools with strong positive school cultures should be very selective in 
considering approaches to improving their school cultures. They should carefully select 
inservice programs to ensure they are directly related to the goals of their schools. 
93 
2. Schools seeking to improve their productive school cultures should consider 
principal leadership, systematic student management, keeper of the vision, developing a 
knowledge base of the research on effective practices, and developing a district-wide plan 
as approaches to include in dieir change plans. 
3. Schools with a generally weak school cultures should consider a 
multiple-approach plan for improving their school cultures. 
Recommendations for further studv 
1. Future examinations should be conducted on school cultures to determine the 
relationship between the process elements (enabling, group support, and motivation) and 
the product elements (achievement and results-orientation) to determine if the process 
elements are related to the product elements. 
2. Future examinations should be conducted by isolating the five identified 
approaches-principal leadership, systematic student management, keeper of the vision, 
knowledge of the research, and development of a district-wide plan—to see whether 
individually they have a significant effect or if the multiple approaches are necessary in 
affecting change in schools with generally weak cultures. 
3. Schools with generally weaker or stronger cultures should be examined to 
determine their openness to change and the approaches which they employ. 
4. Future analysis should be done in schools of different sizes, with different 
community settings to determine if the results found in this study generalize to different 
settings. 
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5. Schools which participated in this study should be assessed again to determine 
if changes in the norms persist over longer periods of time. 
95 
REFERENCES 
Allen, R. F., & Pilnick, S., (1983, Autumn). Confronting the shadow organization: How 
to detect and defeat negative norms. Organization dynamics. 21-36. 
Barker, J. A., (1989). The business of paradigms [Video]. Bumsville, MN: Charthouse 
Learning Corp. 
Barker, J. A., (1992). Future edge, discovering the new paradigms of success. New 
York: William Morrow and Company, Inc. 
Blendinger, J., & Jones, L.T., (1988). Create a healthy school culture: An interview with 
Terry Deal. The School Administrator. 45(4), 22-26. 
Borg, W. R. & Gall, M. D., (1989). Educational research: An introduction. (5th ed.). 
New York & London: Longman. 
Brookover, W., Beady, C., Flood, P., Schweitzer, J., & Wisenbaker, J., (1979). School 
social systems and student achievement: Schools can make a difference. New 
York: Praeger. 
Brookover, W., Beamer, H., Efthim, H., Mathaway, D., Lezotte, L., Miller, S., 
Passalacqua, J., & Tomatzky, L., (1982). Creating effective schools. Homes 
Beach, FL: Learning Publications, Inc. 
Cohen, A., (1990, March). Five conclusions about education. Presentation at the National 
Outcome Based Education Conference, Phoenix, AZ. 
Combs, A. W., (1988, February). New assumptions for educational reform. Educational 
Leadership. 38-40. 
Corbett, H.D., Firestone, W.A., & Gretchen B.R., (1987). Resistance to planned change 
and the sacred in school cultures. Educational Administration Ouarterly. 23(4), 
36-59. 
Covey S. R., (1989). The seven habits of highly effective people. New York: Simon and 
Schuster. 
Cramp, M. K., (1990, October). Assessment as learning. Presentation to South Tama 
County Schools' staff, Tama, lA. 
96 
Cronbach, L. J„ (1970). Essentials of psychological testing (3rd ed.). New York: Harper 
& Row. 
Deal, T. E., (1990). Refraraing reform. Educational Leadership. 47(8). 6-12. 
Deal, T. E., and Peterson, K.D., (1990). The principal's role in shaping school culture. 
Washington, D.C.: U.S. Department of Education. 
Deming, W. E., (1986). Out of the crisis. Cambridge: Massachusetts Institute of 
Technology, Center for Advanced Engineering Study. 
Diez, M., (1990, March). Explanation of assessment at Alvemo College. Presentation to 
Iowa Success Network, Cedar Rapids, Iowa. 
Dyer, W.G., (1977). Team building: Issues and alternatives. Reading, MA: Addison-
Wesley, xi. 
Erickson, F., (1987). Conceptions of school culture: An overview. Educational 
Administration Quarterly. 23(4), 11-24. 
Classer, W., (1990). The quality school: Managing students without coercion. New 
York: Harper & Row. 
Human Synergistics. (1987). Organizational culture-not iust another name for climate. 
Unpublished manuscript, Plymouth, MI. 
Hunter, E., (1989, February). Educators quest to confront the world of the twenty-first 
century. National Association of Secondary School Principals Bulletin. 1-7. 
Jamieson, J., & Wagner, C., (1990). Model for facilitator training in outcome based 
education. Unpublished manuscript. 
Johnston, J. H., (1987, March). Values, culture, and the effective School. National 
Association of Secondary School Principals Bulletin. 79-88. 
Joyce, B., Wolf, J., and Calhoun, E., (1993). The self-renewing school. Alexandria, VA: 
Association for Supervision and Curriculum Development, 1-83. 
Killmann, R. H., (1989). Managing beyond the quick fix. San Francisco: Jossey-Bass. 
97 
Kilmann, R, H., Saxton, M.J., Serpa, R., & Associates, (1985). Gaining control of the 
corporate culture: Four phases for bringing about cultural change. San Francisco: 
Jossey-Bass. 
Lawler, E. E., (1981). Pay and organization development. Reading, MA: Addison-Wesley, 
26. 
Lewis, A., (1989). Restructuring America's schools. Arlington, VA: American 
Association of School Administrators. 
Lezotte, L. W., (1989), Base school improvement on what we know about effective 
schools. American School Board Journal. 176(8). 18-20. 
Mamory A., (1990). Awareness presentation of the Johnson Citv outcomes driven 
developmental model (ODDM). Presentation to the Northeast Educational 
Cooperative Service Unit Outcome Based Education Consortium, Virginia, MN. 
McCune, S. D., Krupa, M., & Lewis, A., (1987). 1987 educational trends report. Aurora, 
CO: Mid-continent Regional Educational Laboratory. 
Nunnally, J. C., & Durham, R. L., (1975). Validity, reliability, and special problems of 
measurement in evaluation research. In Guttentag, M., & Struening, E. L. (Eds.). 
Handbook of evaluation research (Vol. 1). Beverly Hills: SAGE Publications. 
Pasmore, W., (1988). Designing effective organizations: The sociotechnical systems 
perspective. New York: Wiley & Sons. 
Peters, T. J., & Waterman, R. H., (1982). In search of excellence. New York: Harper & 
Row. 
Rosemond, J.K., (1989). Six-point plan for raising happy, healthy children. Kansas City, 
MO: Andrews and McMeel. 
Rowe, L., (1990). Johnson City self-renewal model. Presentation at National Outcome 
Based Education Conference, Phoenix, AZ. 
Rutter, M., Maughan, B., Mortimore, P., & Ouston, J., (1979). Fifteen thousand hours: 
Secondary schools and their effects on children. Cambridge: Harvard. 
Sergiovanni, T. J., (1984, February). Leadership and excellence in schooling: Excellent 
schools need freedom within boundaries. Educational Leadership. 5-13. 
98 
Snyder, K. J., (1988, October). Managing a productive school work culture. National 
Association of Secondary School Principals Bulletin. 40-43. 
Spady, W. G., (1987, Fall). Key messages from the high success program on: Part I. 
Outcomes. 15-19. 
Spady, W.G., (1989, October). Introduction to the outcome based education paradigm. 
Presentation to the Iowa Success Network, Cedar Rapids, lA. 
Spady, W. G., (1990, November). The transformational design process. Paper presented 
at the Texas Outcome Based Education Fiesta, Port Lavaca, TX. 
Sweeney, J., (1988). Tips for improving school climate. Arlington, VA: American 
Association of School Administrators. 
Sweeney, J., (1990). Developing a strong culture-leadership holds the kev. Manuscript 
submitted for publication. 
Taylor, T, E., (1990). Development of a valid and reliable school culture audit. Doctoral 
dissertation, Iowa State University, Ames, Iowa. 
Wilson, B. W., & Burbach, H„ (1989, November). The renewal factor-important for 
success in school and business. National Association of Secondary School 
Principals Bulletin. 40-46. 
Womack, J.P., Jones, D.T., and Roos, D., (1990), The machine that changed the world. 
New York: Rawson Associates. 
99 
ACKNOWLEDGEMENTS 
Thank you to my wife, Virginia, whose tireless hours of editing, patience with my 
long hours of work, and selflessness in taking care of our three children provided 
invaluable help completing this dissertation. 
Thank you to my committee chairperson. Dr. Jim Sweeney, who provided great 
inspiration and motivated me to provide much perspiration to produce a quality piece of 
work. 
Thank you to the other four members of my committee. Dr. Charles Railsback, Dr. 
Anton Netusil, Dr. Richard Manatt, and Dr. John Van Ast, who challenged me in a 
supporting way to produce the best product I could. 
Thank you to the Northeast Educational Cooperative service Unit for supporting 
this project both financially and spiritually. 
Finally, thank you to the schools which participated in the study. Their 
cooperation helped me learn a great deal about the educational restructuring process. 
100 
APPENDIX A: CULTURE AUDIT 
101 
School Culture Survey 
Ins truc t ions  
1. Turn the answer sheet to the side with the box marked important. 
2. Be sure to use No. 2 pencils and malœ marks dark. 
3. Fiii in the nam* of your district In the blank marked NAME. 
4. Fiii in the name of your school In the blank marked SUBJECT. 
5. For ITEMS 1-46 complete the responses which best describe your perception for each 
statement bek>w, using the foik>wing as your guMe. 
Strongly Strongly 
Agree Agree Undecided Disagree Disagree 
A B C  D  E  
1. The major purpose of our school should be to equip students with the skills necessary for success 
in life. 
2. Our staff shoukl give credit and high grades to students who understand concepts regardless of 
how weU they do on tests or In class. 
3. Our staff shoukl place the success of students as its top priority. 
4. All students can succeed in school and In life. 
5. Students learning to succeed is as important as students developing a knowledge of the content 
areas. 
6. The school and staff have a major influence on whether students will succeed in school and after 
graduation. 
7. Students' time in school shoukl be spent learning the skills and abilities needed for success in 
life. 
8. Students should be gh/en as many chances as It takes to succeed. 
9. Students who produce work bek>w an acceptable level should be expected to revise the work until 
It meets acceptable standards. 
10. When developing a curriculum and instruction plan, the staff should use the skills they want 
their graduates to possess as a basis for the plan. 
11. Students should be assessed regularly to determine their successes In learning and their needs 
for additional assistance. 
12. The curriculum should be aligned to teach students the skills and abilities they need for success 
after graduation. 
102 
Strongly 
Agree Agree Undecided Disagree 
Strongly 
Disagree 
A B C D E 
13. Students should be expected to demonstrate proficiency in a course or grade level before getting 
credit or advancing to the next level. 
14. Parents should know the outcomes their children need to possess in a grade or course before 
their children begin the grade or course. 
15. Students should learn to accept the major responsbility for their success in school. 
16. RECOGNITION - staff and leaders should utilize rewards and praise to recognize achievements of 
others. 
17. BELONGING - staff members should be treated In a manner that Incorporates them into the school 
community. 
18. RESPECT - school staff, through their actions, should treat each other as valuable, contributing 
individuals and educators. 
19. A POSITIVE PHYSICAL SETTING • the physical setting should provide visual reminders of the 
important beliefs and values of the school and staff. 
20. COLLEGIALITY - staff members should actively share, help, and support each other. 
21. TEAMWORK • staff members should work together to achieve desired results. 
22. COMMON LANGUAGE - staff members should use common tenns and phrases when discussing 
matters relating to effective schooling 
23. COMMON PURPOSE - staff members shouki have and know a shared vision about the major 
purpose of the school. 
24. CUSTOMER/CONSUMER ORIENTATION - staff members shouki strive to serve the interests and 
needs of the students, parents, and community. 
25. MANAGEMENT OF THE LEARNING ENVIRONMENT - staff members should be alDle to control and 
affect the learning environment in a positive manner. 
26. RISK TAKING - staff members should be willing to try new ways of doing things to improve the 
school. 
27. CREATIVITY - innovative ideas and approaches should be frequently discussed by staff members. 
28. HERO/HEROINE ENVIRONMENT • positive role models within the school shouki be highly 
respected. 
29. HIGH EXPECTATIONS - staff members shouki clearly commuhkate to students and others the 
need to meet or exceed high and explicit expectattons for achievement and behavk>r. 
30. MAINTAINS STANDARDS OF PERFORMANCE - high and explteit standards of student performance 
should be maintained by staff members. 
31. RESPONSIBILITY - staff members should take responsibility for what occurs in the school. 
School Culture Survey • Page 2 of 6 
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Strongly 
Agree Agree Undecided Disagree 
Strongly 
Disagree 
A B C D E 
32. ACCOUNTABILITY • staff members should take ownership for the results that occur in the school. 
33. CONSTRUCTIVE DISAGREEMENT - staff members, at times, should be able to disagree 
respectfully on Important issues. 
34. CHANGE ORIENTATION • staff members should strive for change to reach personal, professional 
and organizational goals. 
35. LEADERSHIP • formal and informal leaders sliould help other see the way to do the right things 
to facilitate moving the school forward. 
36. POSITIVE MODELING ORIENTATION - key people In the school shoukJ consistently exhibit 
behavtor that supports the goals of the school. 
37. INTERNAL SOCIALIZATION - Informal conversattons and interacttons concerning the school 
shouW be positive and achievement oriented. 
38. SCHOOL PRIDE - staff members should express and demonstrate positive feelings about the 
school. 
39. COST EFFECTIVENESS - staff members shoukl strive to use the financial resources of the school 
organizatton wisely. 
40. EMPOWERMENT - staff members shoukl be ^ ven power to make Important deciskms about the 
school. 
41. VALUE OF LEARNING TIME - staff shoukl value the use of school time for enhancing learning. 
42. SUPPORT - colleagues and leaders shoukl provkle assistance needed to support other staff 
members. 
43. GROWTH ORIENTATION - staff members should strive for professtonal Improvement for the 
purpose of Improving learning for students. 
44. TRUST - staff members should denranstrate their trust for other members of the school. 
45. ACHIEVEMEfiT ORIEffTATION - staff members, through their actkns, should strive to achieve 
important school goals. 
46. CARING - staff members show concern and interest In the welfare of all students and others In 
the school. 
Please turn to next page 
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For Items 47-92 respond to each statement by indicating the behaviors which are present In your 
building, using the following as a guide; 
Approve Approve Consider Disapprove Disapprove 
and but do not it not but do not and 
Encourage Encourage Important Discourage Discourage 
A B C  D E  
47. If a staff member suggested the school adopt a slogan professing a the purpose of the school is to 
equip students with the skills necessary for success in life, most other staff members would ... 
48. If a staff member gave credit or high grades to students who understood major concepts, 
regardless of how well they did on tests or In class, most other staff members would ... 
49. If a staff member placed the success of students as his or her top priority, most other staff 
members would ... 
50. If a staff member demanded high achievement from normally low achieving students, most other 
staff members would ... 
51. If a staff member focussed upon the development students' self-esteem and self-confidence, most 
other staff members would ... 
52. If a staff member regularly stated that the family background of certain students made It 
imposable for them to leam and succeed, most other staff members would ... 
53. If a staff member suggested the school focus upon those sMIls students need for success after 
graduatkm, most other staff members wouki... 
54. if a staff member gave students as many chances as It took to master an outcome or objective, 
most other staff members wouW ... 
55. If a staff member gave high grades only for work whksh met high quality expectattons and gave 
all other work back to students for revision, most other staff members wouki. .. 
56. If a staff member advocated using the skills students' need for success after graduation as the 
basis for what shouki be taught in courses or at a grade level, most other staff members wouki... 
57. If a staff member regularly assessed students to determine their successes and need for 
assistance, most other staff members wouki... 
58. If a staff member suggested revising the currkulum to teach the skills students needed for 
success in life, most other staff members wouki. . . 
59. If a staff member suggested the school not allow students to progress until they could 
demonstrate proficiency in course or grade level, most other staff members would .. . 
60. If a staff member sent home to parents the skills and concepts students needed to pass a course 
or grade level, most other staff members wouki. .. 
61. If a staff member advocated making students more responsible for their own success In school, 
most other staff members would . . . 
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Approve Approve 
and but do not 
Encourage Encourage 
Consider 
It not 
important 
Disapprove 
but do not 
Discourage 
Disapprove 
and 
Discourage 
A B C D E 
62. If a staff member recognizes anotiier staff member for good effort or achievement, most other 
staff members would ... 
63. If a staff member promoted a plan to make each staff member feel that they are an important 
part of the school community, most other staff members wouW . . . 
64. If a staff member treated another staff member with disrespect, most staff members would . .. 
65. If a staff member displayed a poster that promoted pride and high expectations, most other staff 
members would ... 
66. If a staff member asked others to form a network to share Instructional information and kleas 
and to provide support to help each other, most other staff members would ... 
67. If a staff member refused to work with other members of the staff, most other staff members 
woukl... 
68. If a staff member expressed a need for other staff members to useA common terms and language 
when discussing matters related to schooling, most other staff members woukl... 
69. If a staff member suggested conducting a survey to determine tf there Is agreement on the 
common purpose of the school, most other staff members woukl... 
70. if a staff ntember refused to meet with parents to share Informatkn, most other staff members 
would... 
71. If a staff member advocated a plan for staff members to accept responsibility equal to the 
principal for managing the learning environment, most other staff members would . . . 
72. If a staff member suggested trying a risky school improvement approach that has much 
promise, most other staff members woukl... 
73. If a staff member suggested a brainstorming session to exptore ideas and approaches to improve 
the school, most other staff members woukl... 
74. if a staff member made a plea for recognizing a staff member who spends most weekends 
tutoring students wtw need help, most other staff members woukl... 
75. If a staff member focussed Instruction primarily for more talented in his or her class, other 
staff members would ... 
76. if a staff member gave passing grades to undeserving students, other staff members would ... 
77. If a staff member suggested organizing a group to worit on school problems, most other staff 
members would ... 
78. If a staff member pointed to students and parents as the cause of lack of student achievement in 
the school, most other staff members would ... 
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Approve Approve 
and but do not 
Encourage Encourage 
Consider 
It not 
Important 
Disapprove 
but do not 
Discourage 
Disapprove 
and 
Discourage 
A B. C D E 
79. If a staff member disagreed, respectfully with other staff members about an important Issue, 
most other staff members would ... 
80. If a staff member refused to participate In a worthwhile school-wide improvement initiative, 
most other staff members would ... 
81. If a staff member failed to accept responsibility for completing an important school Initiative, 
most other staff members would . . . 
82. If a staff member expressed concern because positive behaviors are not being modeled, most 
other staff members would ... 
83. If a staff member maligned the school during Informal conversations and Interactions with 
others, most other staff members would ... 
84. If a staff member suggested a school pride week, most other staff members would ... 
85. If a staff member spent district resources In a wasteful manner, most other staff members 
would... 
86. If a staff member asked for greater latitude In IndlvMual deciston-maklng responsibilities, 
most other staff membdrs would ... 
87. If a staff member started classes late and ended them early (and others know it), most other 
staff members would... 
88. If a staff member failed to help a colleague in need, most other staff members would ... 
89. If a staff member failed to try to devebp him or herself professtonaliy, most other staff 
members would ... 
90. If a staff member made a plea that staff members demonstrate their trust for other members of 
the school, most other staff members would ... 
91. if a staff member made a joke about school goals, most other staff members woukJ... 
92. If a staff member was insensitive to a student or other staff members, most other staff members 
would... 
Please turn In both the survey and the answer sheet. 
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To: Consortium Representatives 
From; John Wesseis, NE ECSU 
Date: December 18, 1990 
As part of your membership In the NE ECSU Outcome Based Education 
Consortium you have the opportunity to participate In a study of the changes 
which occur in the culture of your school(s) as a result of participating In the 
consortium. 
The study will begin February 1, 1991 and last for approximately nine months. 
Prior to the beginning of the study teachers from participating schoois wili be 
asked to complete a 92 item survey concerning their beliefs and behaviors in 
five culture elements related to school Improvement. The five culture 
elements are listed below. 
1. Results-oriented education. 
2. How much teacher enable each other to succeed. 
3. Teacher motivation. 
4. Group support. 
5. Student achievement. 
During the nine months which follow the pre-intervention survey participating 
schools will attend activities to assist them in 1) developing the skills of 
results-oriented education and 2) developing the beliefs and behaviors 
essential to successful Implementation of results-oriented education. 
In October 1991 teachers wili again take the 92-item survey to determine the 
changes which occurred in their beliefs and behaviors as a result of 
intervention activities. 
Schools which participate in the study will receive assistance in selecting 
activities. Participating schools will also receive results and summaries of 
both pre- and post-intervention surveys. 
Please review the participation form and return It to the NE ECSU by January 
10. Representatives from those schoois who select to participate wili meet 
January 16 from 9:00 to 11:00 to discuss the study, the survey, and the reports 
which you school will receive as a result of participation. 
If you have any questions, you can contact me a 741-0750. I am looking 
forward to working with you. 
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School Culture Study 
Expectations of Participation 
Participation Requirements 
1. Administer pre-survey to staff prior to Febmary 1, 1991, following 
the instructions located on the front page of the survey. 
2. Administer post-survey within a two-week period of time and 
return the completed fonn to the NE ECSU (actual dates for the two-
week period will be determined later). 
3. Provide participation/progress information as requested. 
4. Participate In activities offered by NE ECSU OBE Consortium which 
meet the needs of your school related to results-oriented education. 
Participation Steps 
1. Complete the enclosed participation form and return it by January 10 
to: 
John D. Wessels 
hCECSU 
Midway School 
Virginia, m 55792 
2. Administer pre-survey (when it arrives) within agreed upon dates. 
3. Return surveys in a prompt manner. 
4. Administer post-survey (when it arrives) within agreed upon dates. 
NE ECSU Responsibilities 
1. Tabulate pre-lnterventlon surveys and send summaries to schools. 
2. Tabulate post-intervention surveys and send summaries to schools. 
3. Provide schools with assistance in selecting activities in which to 
participate. 
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APPENDIX C: PARTICIPATION AGREEMENT FORM 
I l l  
Northeast Educational Cooperative Service Unit 
Outcome Based Education 
Consortium 
Tentative List of Schools Participating 
in school culture study 
Your district's name is 
Your name Is 
Your address is 
Your school phone is 
Please indicate the narnes of schools and approximate number of teachers 
in those schools which might be interested in participating in the pre- and 
post-intervention study. 
Approximate 
School Name Number of teachers 
PleasQ return comolftted form bv January 10 to: 
John Wessels 
NEECSU 
Midway School 
Virginia. MN 77792 
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NE ECSU Outcome Based Education Consortium 
Tentative Activities for Next Tweive IMonths 
1. Board of Education Presentations. * 
2. Central Committee Meetings-one representative from eacli scliooi. * 
3. Cooperative learning training. 
4. Development of Exit Outcomes. 
5. Development of Performance Assessment. 
6. Development of Program Outcomes. 
7. District-wide development planning. 
8. DIstrlct-wlde planning presentation to district-wide teams. 
9. District-Wide Team Training for district-wide teams. 
10. Dr. Spady presentation (administrators). 
11. Dr. Spady presentation (boards of education-evening meeting). 
12. Glendale, AZ Presentation. 
13. Identifying Critical Abilities. 
14. Introduction to OBE Workshop. * 
15. Johnson City, NY Presentation. 
16. OBE Discussion Groups. * 
17. OBE Teacher Team Training. * 
18. Outcome writing-Language arts. * 
19. Outcome writing-Math. * 
20. Principal formative evaluation training. 
21. Principal leadership meetings. * 
22. Principals leadership training. * 
23. Shared Decision-Making and OBE. * 
24. Strategic Planning for individual districts. * 
25. Student Management Introduction. 
26. Student management training, Phase I (elementary). * 
27. Student management training, Phase I (secondary). * 
28. Student management phase 11 (elementary). 
29. Student management phase II (secondary). 
30. Superintendent presentations. 
31. Supt/Princlpal leadership through cooperation. 
32. Teaching to outcomes workshop (elementary). * 
33. Teaching to outcomes workshop (secondary). * 
34. Whole consortium conference. 
35. Whole language assessment . 
36. Whole staff presentations. * 
* = Will be offered more than once. 
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Outcome Based Culture Model 
(John D. Watsatt-Fabiuaiy 18S1~(21S) 741-0760) 
Implementation Inputs 
Purpose of Education 
Equip Students with Life Success Sidils 
Outcome Based Education 
Beliefs 
1. Whether Student* Leem ii More 
Importent then When They Leem 
2. All Student# Cen Sueeeed (all 
•tudent# must leem & •uoceed) 
3. PoeMMing a Suooeas Orientathxi 
I# EeeenWel 
4. School# Control the Condition# 
for Suoce## 
Principles 
1. Focus on What I# Important 
2. Maximize Time Spent on 
Student Leeming 
3. Expend Student Opportunity 
for Leeming 
4. Set Explicit Expectations-Make 
Expectatfcm# PubNc-Help 
Students Reach Expectation* 
5. Design DeveiopmenteHy Dovm 
Practices 
1. Identify Importent (success) Outcomes 
2. Develop end Align Cunicukim Besed 
on importent Outcomes 
3. Assess Studsnt Success in Acquiring 
Outcomee (demonstrating proficiency, 
mestery end/or understanding) 
4. Advance Students or Give CiedH by 
Acquisition of Outcomee 
6. Manage the AoqulsMon of Outcomes 
Classroom Management 
Curriculum, Instruction & Assessmsni 
1 Identify the Important Thing# You Want Student# to 
Know or Be AM# to Oo By tha End (content «Mil#, U#age 
of Skills and Student SeH>Davelopmant Skills) 
2 Teach SUU# to Underetanding by the End of the 
Quarter, Semester or Year 
3 Grade on Culminating Success or Understanding 
4 Use Portfolk» to Document Student Success 
Student Self-Development 
1. Work wKh Staff to Devekp Student Self-
•Discipline, •Management, •Assessment 
•Esteem, •ConfWence & Responsibility 
2. Emphasize Plennlng, Organlzatton, 
Persletence, Motivation & Qoal-Setting 
3. Davetop Social and Coping Abilities 
4. Devak)p Student Ownership for Learning 
Key Factors to Implementation Success 
Structure 
1. District CocrdlnaDng Team 
2. Bulking Level Teem 
3. Outcomes/Assessment Team 
4. Instnidional Management Team 
6. Curriculum Management Team 
6. Création of Devslopmsnt Tims 
Process 
1. Declslon-MeMng at Ihe Point 
of Direct Effect 
3. Communlcebons 
4. PeerCoeching 
5. Staff Mentoring 
6. Hiring Philosophy/Practices 
Staff Ownership 
1. Devetop Staff Tnist in Leadership 
2. Develop Staff Pride in Student Success 
3. Devekjp Staff Cohesiveness 
4. Develop Staff Risk-Taking Skills 
5. Devek)p District, Building and Staff 
Rsward and Recognition System 
Basic Foundation for Improvement 
District-wide Focus 
1. Manage Stratégie Plen (mission, 
vision end long-range plan) 
2. District-Wide Communications 
3. Board of Education Support 
4. Public Relation# 
5. Création of Development Time 
Leadersilip 
1. Delegate Responsibility 
2. Fadlltat* Decision-making 
3. Facilitate Staff Communication 
4. Allocate Resources 
5. Improve Staff Petlormance 
Knowledge Base 
1. Outcome Beeed Educetkm 
2. Effective Processes for Changs (MEEP) 
3. Learner Devetopment & Leeming Styles 
4. Important Outcomes (life success skills) 
5. Effective Management of Classroom, 
Curriculum and Instmction (Integration) 
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Northeast Educational Cooperative Service Unit 
Outcome Based Education Consortium 
John D. Wessels, Facilitator 
Priority Checklist 
Wori< with your Coordinating Team to prioritize the following items. Use the 
following statements to assist you in your prioritization: 
1 = Top priority of the district 
2 = Secondary priority of the district 
3 = Not a priority at this time 
District name 
District Address . 
City zip 
Contact Person Work phone -
Planned Interventions 
Leadership Development 
1. Develop a building-level plan to implement QBE. 
2. Develop administrator skills in shared decision-making. 
,3. Develop administrator skills in management of building-level 
leadership teams. 
4. Develop administrator skills in the allocation of resources in a 
change environment. 
5. Set up a principal sharing network for principals to meet and talk 
about implementing OBE. 
6. Other 
District-wide Development 
1. Set up a district-wide coordinating team. 
2. Develop a strategic plan for OBE implementation. 
3. Develop a public relations plan to inform the community of progress. 
4. Other -
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Leadership Development 
1. Develop administrator sidiis in change management. 
2. Develop administrator skills in shared decision-making. 
3. Develop administrator skills in group facilitation and communication. 
4. Develop administrator skills in development of staff leadership. 
5. Develop administrator skills in management of building-level 
leadership teams. 
6. Develop administrator skills in understanding and communicating the 
'big picture' or vision. 
7. Develop administrator skills in developing and monitoring Outcome 
Based Education performance expectations. 
8. Develop administrator skills in delegating responsibilities to 
appropriate others. 
9. Develop administrator skills in the allocation of resources in a 
change environment. 
10. Develop administrator skills in promoting staff risk-taking skills. 
11. Other 
District-wide Development 
1. Set up a district-wide coordinating team. 
2. Develop a district-wide vision for the future. 
3. Develop an appropriate mission statement. 
4. Develop a strategic plan for OBE implementation. 
5. Develop a district-wide communications plan. 
6. Develop a plan to keep the board of education informed. 
7. Develop a public relations plan to inform the community of progress. 
8. Other 
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Social Interactions 
1. Develop staff ownership In student success. 
2. Develop a "pride In school" plan. 
3. Develop a plan to develop staff coheslveness. 
4, Develop a plan to develop staff trust. 
5. Develop a plan to increase risk-taking skills. 
6. Develop a staff career enhancement program. 
7. Develop a reward and/or recognition system. 
8. Other 
Process Development 
1. Develop staff problem solving skills. 
2. Develop a staff and student conflict management plan. 
3. Develop a shared decision-making plan. 
4. Develop a plan to enhance staff collaboration and sharing. 
5. Develop teams which represent each 'exit' outcome. 
6. Provide training In effective Instruction. 
A, Whole language 
B. Cooperative learning 
a TESA 
D Team-teaching 
E Student ownership development 
E Other 
6. Develop a peer coaching plan. 
7. Develop a new staff mentoring plan. 
8. Develop a hiring philosophy/plan. 
9. Develop a training program for subsltltue teachers. 
8. Other 
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Structural Practices 
1. Organize a bulldlng-level leadership team. 
2. Organize an outcomes/assessment team. 
3. Organize an Instructional management team. 
4. Organize a curriculum management team. 
5. Implement consistent student management program across school. 
6. Develop a structure to provide time for staff to meet and work. 
7. Research restructuring the daily schedule to provide more flexibiilty. 
8. Research restructuring yearly schedule to provide more flexibility. 
J. 9. Research grouping practices. 
10. Research grading practices. 
11. Research documenting practices. 
A. Technology 
B. Student portfolios 
C Moving to "A' "B" 'I' Grading 
! Dl Moving to Proficient-Not proficient yet grading 
D Reduction of teacher correcting and grading 
E Track students beyond graduation 
F. Authentic and/or alternative assessment practices 
12. Other 
Outcome Based Education Beliefs 
1. Develop the basic beliefs of Outcome Based education across the staff. 
A. whether students learn is more Important than when students learn. 
B. all students can succeed. 
CX Schools control the conditions of success. 
D. A school's role in education is to maximize the opportunity for 
student to learn. 
E The focus of learning is on critical outcomes. 
F. Developing a success orientation within students Is essential. 
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Outcome Based Education Practices 
1. Identify exit outcomes (matched to PER requirements). 
2. Identify critical abilities (compentencies matched to PER 
requirements) which are needed to demonstrate proficiency of exit 
outcomes. 
3. Identify the point of "criticalness" for critical abilities (point where 
possession of ability would enhance success or lack of possession 
would inhibit success). 
4. Identify characteristics of students who possess critical abilities. 
5. Develop assessments which assess critical abilities. 
A. Performance-based assessment 
a Authentic assessment 
C Managing the assessment process 
6. Develop downward articulation of curriculum designed to teach 
characteristics of critical abilities. 
7. Develop assessment plan for assessing student progress through 
curriculum. 
8. Develop activities which teach curriculum. 
9. Develop plan to provide expanded opportunities for students. 
10. Promote student responsibility accepting techniques 
(seif-dlsclpline, self-management, self-analysis, and a focus on the 
future). 
11. Develop a plan to make student outcomes and expectations public. 
12. Develop a plan to grade on a proficient/not proficient yet basis. 
13. Develop plan where "students would demonstrate proficiency/mastery 
before advancing". 
14. Develop plan where parents are more involved in the educational 
process. 
15. Other 
16. Other 
17. Other 
18. Other 
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Activities Which Supported Various Approaches 
Below is a list of the activities which were conducted during the nine-month intervention, along 
with which approaches the activities involved. 
Date Inteive&tioD Knowledge Princ  ^ District Student Keeper of 
01/91 Board of Éducation Presentations * 
01/91 Central Committee Meeting 
01/91 Dianct-^de Team Training 
01/91 General OBE Oxifeience 
01/91 Gleadale, AZ Presentation 
01/91 Individual staff presentation * 
01/91 Introduction to OBE Workshop * 
01/91 Leadership for Princbals 
01/91 Leadership for Supermtendents 
01/91 Shared Decision-Making and OBE 
02/91 Development of Assessment 
02/91 Development of Exit Outomes 
02/91 Devdc^ent of Program Outcomes 
02/91 District-wide fanning 
02/91 Identifying Critical Abilities 
02/91 OBETeadier Team Training * 
02/91 Whole language assessment 
02/91 Whole staff presentation 
02/91 Whole staff presentation 
03/91 Central Cramnittee meeting 
03/91 District-wide planning 
03/91 Dr. Spady presentation (admin.) 
03/91 Dr. Spady presentation (boards) 
03/91 OBE Discussion Groups * 
04/91 Central Committee meeting 
04/91 Evaluation training 
04/91 Principal leadaship meeting 
04/91 Shared Decision-Making 
04/91 Strategic planning training 
04/91 Student Management IntiWuction 
04/91 Smenntendont presentation 
04/91 Whole staff presentation 
04/91 Whole staff presentation 
05/91 Central Committee meeting 
05/91 Principal's leadership training 
06/91 Cooperative learning training * 
06/91 Language arts outcome writing 
06/91 Ma6 outcome writing 
06/91 Site-Based Management 
06/91 Student management training (elera.) 
* = Occurred or was conducted multiple times. 
base leader wide 1 management vision 
X X 
X X 
X 
X X X 
X 
X X X X X 
X X X 
X X X 
X X X 
X X X X 
X 
X X X 
X X 
X 
X 
X 
X X X X 
X X 
X X X X X 
X X X X X 
X X X 
X X . X X X 
X X 
X X 
X X X X 
X X 
X 
X X X X 
X X X X 
X X X X 
X 
X X X 
X X X X X 
X X X X X 
X X 
X X X 
X 
X X 
X X 
X X X X X 
X X X 
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Activities Which Supported Various Approaches (continued) 
Dale Inmentk» Knowledge Principal District Student Keqxrof 
leader wide management vision 
06/91 Student management training (sec.) XX X 
06/91 SupL/Principu leadership naming XXX 
08/91 Central Conunittee meeting XXX 
08/91 Principals leadership training XXX 
08/91 Whole consortium conference X X 
09/91 Central Gmunittee meeting X X 
09/91 Strategic Planning training X XXX 
10/91 Central Committee meeting XXX 
1(V91 District-wide training X 
10/91 Introduction to QBE * X XX 
10/91 Student management phase n(elem.) XX X 
10/91 Student management phase n (sec.)- XX X 
10/91 Teaching to outcomes inicsp. (elem.) * X 
10/91 Teaching to outcomes wksp (sec.) * X 
* = Occurred or was conducted multiple times. 
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NE ECSU Outcome Based Education Consortium 
Procedures For Administering Surveys 
Responsibilities of Central Committee Representative 
1. Packets containing surveys and scantron forms has been prepared with 
sufficient sets for each teacher. 
2. Talce surveys and scantron forms packets to participating principals 
within your district. 
3. Remind principal that individual school results will remain 
confidential (results shared only with shared decision-making team 
leaders and teaching staff, as agreed upon in our central committee 
meeting). 
4. Read instructions for administering surveys with principals instructions 
for completing the survey are on the too of the first paoe of each survey^. 
5. Explain to principals that the surveys should be completed in the 
following manner: 
A. Surveys should be administered during the week preceding February 1. 
B. Teachers should be asked not to discuss responses while taking the 
survey. 
C No. two lead pencils should be used to complete the surveys. Pencils 
will be provided by the NE ECSU, If necessary. 
Q Teachers should not put their names on the scantron form. 
E Surveys and completed forms should be returned to the NE ECSU within 
one week following its administration. 
6. Explain to principals that a summary of teachers' responses will be 
sent to each building before March 1. 
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Summary of Cultural Factors Surveyed 
Below are summaries of the factors on which the survey was based, along with the survey number 
which corresponsd to each factor. Notice the first fourty-six items on the survey are belief 
statements related to school culture and Outcwne Based Education factors. The last fourty-six 
items are behavior (norms of bdiavior) statements related to school culture and Outcome Based 
Education factors. 
Items related to Outcome Based Education Norms of 
Beliefs Behavior 
Purpose of School 1 47 
Credit fw Possession of Outcomes 2 48 
Identification of Custtmer 3 49 
All Students Can Succeed 4 SO 
Whole Child Emphasis S 51 
Schools Control the Conditions of Success 6 52 
Focus of Learning (content vs abilities) 7 53 
Expanded Oppwamides For Learning 8 54 
High E]q)ectations (quality standards) 9 55 
D^gn from Where You Want to End Up 10 56 
Assessment-Fonnative vs. credentialling 11 57 
Whole Child Cuiriculum 12 58 
Students Demonstrate Proficiency 13 59 
Outcomes Known By All 14 60 
Student Ownership 15 61 
Enabling factors • Norms of 
Beliefs Behavior 
Positive Physical Setting 19 65 
Common Language 22 68 
Conunon Pur^se 23 69 
Management of Learning Environment 25 71 
RiskTaldng 26 72 
Creativity 27 73 
Constructive Disagreement 33 79 
Change Onœtation 34 80 
Leadoship 35 81 
Positive Modeling Orientation 36 82 
Empowerment 40 86 
GrowA Orientation 43 89 
Achievement factors Norms of 
Beliefs Behavior 
Customer Orientation 24 70 
High Expectations 29 75 
Responsibility 31 77 
Accountability 32 78 
Cost Efiectiveness 39 85 
Value of Learning Time 41 67 
Achievement Orientation 45 91 
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Motivation factors Norms of 
Beliefs Behavior 
Recognition 16 62 
Respect 18 64 
Hero/Heroine Environment 28 74 
Maintains Standards of Performance 30 76 
School Pride 38 84 
Caring 46 92 
Group Support Norms of 
Beliefs Behavior 
Belonging 17 63 
Colle^ality 20 66 
Teamwork 21 67 
Internal Socialization 37 83 
Support 42 88 
Trust 44 90 
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Outcome Based Education 
Survey Item Analysis 
Below are listed fifteen characteristics of Outcome Based Education. Below each 
item are two statements (one twiief and one behavior) which wouid be used to 
assess the beliefs and behaviors of your staff towards Outcome Based Education. 
Please read each item and respond as to whether the item 1) is clear and easy to 
understand and 2) relates to the purpose, belief, principle, or practice it 
represents. Respond with comments and suggestions below each item. 
EuifiOSa 
1. To equip students with the skills' necessary for success In life. 
A. Belief-The purpose of our school should be to equip students with the 
skills neceissary for success in life. 
B. Behavior-lf a staff member suggested the school adopt a slogan 
professing a the purpose of the school is to equip students with the skills 
necessary for success in life, most other staff members would . . . 
Comments ; 
Bel ief  
2. Whether students learn is more important than when they learn. 
A. Belief-Our staff should give credit to students who understand concepts 
regardless of how well they do on tests. 
B. Behavior-lf a staff member gave credit to students who understood 
major concepts, regardless of how well they did on tests, most other 
staff members would . . . 
Comments 
3. All students can succeed (all students must learn & succeed). 
A. Belief-All students can succeed in School. 
B. Behavior-lf a staff member demanded high achievement from normally 
low achieving students, most other staff members would . . . 
Comments 
4. Possessing a success orientation is essential. 
A. Belief-Students learning to succeed is as important as students 
developing a knowledge of the content areas. 
B. Behavior-lf a staff member focussed upon the development students' 
self-esteem and self-confidence, most other staff members would . . . 
Comments 
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5. Schools control the conditions for success. 
A. Belief-The school and staff have a major influence on whether students 
will succeed in school and after graduation. 
B. Behavior-lf a staff member regularly stated that the family background 
of certain students made it impossible for them to learn and succeed, 
most other staff members would . . . 
Comments 
Principle 
6. Focus on what is important for students future success. 
A. Belief-Students' time in school should be spent learning the skills and 
abilities needed for success in life. 
B. Behavior-lf a staff member suggested the school focus upon those skills 
students need for success after graduation, most other staff members 
Would . . . 
Comments 
7. Maximize time spent on student learning. 
A. Belief-Our staff should place the success of students as its top priority. 
B. Behavior-lf a staff member placed the success of students as his or her 
top priority, most other staff members- would . . . 
Comments 
8. Expand student opportunity for learning. 
A. Belief-Students should be given more than one chance to succeed. 
B. Behavior-lf a staff member gave students more than one chance to 
master an outcome or objective, most other staff members would . . . 
Comments 
9. Set explicit expectations-make expectations public-help students reach 
expectations. 
A. Behavior-Students who produce work below an acceptable level should 
be expected to revise the work to meet acceptable standards. 
B. Behavior-lf a staff member gave high, grades only for work which met 
high quality expectations and gave all other work back for revision, most 
other staff members would . . . 
Comments 
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10. Design developmentaliy down from where you want students to end up. 
A. Beiief-When developing a curriculum and instruction plan, the staff 
should use the skills they want their graduates to possess as a basis for 
the plan. 
B. Behavior--lf a staff member advocated using the sidlls students' need for 
success after graduation as the basis for what should be taught in 
courses or at a grade level, most other staff members would . . . 
Comments . 
> 1 1 .  S t u d e n t s  s h o u l d  s h a r e  i n  t h e  r e s p o n s i b i l i t y  f o r  d e v e l o p i n g  t h e i r  l i f e  s u c c e s s  
skills. 
A. Belief-Students should learn to accept the major responsibility for 
their success in school. 
B. Behavior-lf a staff member advocated making students more responsible 
for their own success in school, most other staff members would . . . 
Comments 
Practice 
12. Identify important (success) outcomes. 
A. Beiief-When developing a curriculum and instruction plan, the staff 
should use the skills they want their graduates to possess as à basis for 
the plan. 
B. Behavior-lf a staff member advocated using the skills students' need for 
success after graduation as the basis for what should be taught in 
courses or at a grade level, most other staff members would . . . 
Comments 
13. Assess student success in acquiring outcomes (demonstrating 
proficiency, mastery and/or understanding). 
A. Belief-Students should be assessed regularly to determine their 
successes in learning and their needs for additional assistance. 
B. Behavior-lf a staff member regularly assessed students to determine 
their successes and need for assistance, other staff members would . . . 
Comments 
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14. Develop and align curriculum based on important outcomes. 
A. Bellef-The curriculum should be aligned to teach students the skills and 
abilities they need for success in life. 
B. Behavior-lf a staff member suggested revising the curriculum to teach 
the skills students needed for success in life, most other staff members 
would . . . 
Comments 
15. Advance students or give credit by acquisition of outcomes. 
A. Belief-Students should be expected to demortstrate proficiency in a 
course or grade level before getting credit. 
B. Behavior-lf a staff member suggested the school not allow students to 
progress until they could demonstrate proficiency in a course, most other 
staff members woukj . . . 
Comments 
Other comments which could improve the survey. 
Person Responding: 
Date: 
Distr ict :  
